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ABSTRACT 

THERE’S NO WAY A COLLEGE CAN CLOSE”: STUDENT EXPERIENCES IN A  

 

FOR-PROFIT INSTITUTION CLOSURE 

 

by 

 

Jennifer M. Logsdon 

 

University of New Hampshire, May 2018 

 

 

Higher education in the United States has always been considered a pathway for 

individuals to achieve professional, personal, and socio-economic success. For-profit colleges 

claim that the for-profit sector provides a service to a demographic of the population neglected 

by traditional institutions. Since the enactment of neoliberal policy increasing the for-profit 

sectors participation in federally funded programs, there have been concerns raised regarding the 

impact of this sector on the lives of the students it serves. Additionally, as for-profit institutions 

struggle to adhere to federal guidelines, a number of institutions have closed their doors, making 

it necessary for students to find other options in order to continue their education.  There has 

been little rich data collected on how students in the middle of their program fared after the 

school they were attending abruptly closed. This study focuses on the impact of policy decisions 

on student outcomes through a social justice lens. Using phenomenological methods, seven 

participants who were enrolled in a for-profit college during the time of its closure were 

interviewed. Findings showed the experiences of participants during the time of the closure. 

Findings also showed that participants bore positive impacts in their enrollment in the college 

including graduation, employment, and the ability to transfer to a traditional institution. 

Implications of findings suggest that regional accreditation, program accreditation, and history 

and reputation of the institution served as safeguards for student outcomes. 
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CHAPTER 1 

 INTRODUCTION AND LITERATURE REVIEW 

This study is an exploration of the experiences of students enrolled in a for-profit 

institution of higher education that precipitously ceased operations. The study seeks to 

understand, from the student perspective, the events leading to the closure and the resources 

available to students during the course of the closure proceedings. Further, I seek to understand 

what factors influenced students’ choices in continuing their education subsequent to the closure. 

The aim of this line of inquiry is to expand upon current research surrounding the for-profit 

higher education sector and to provide insight to the impact of education policy and institutional 

actions on the student experience, with the intention that the knowledge produced may contribute 

to policy that supports student transition during the process of an institutional closure. My hope 

is that this study will contribute to an understanding of the role of higher education policy 

through a lens of social stratification theory. An in-depth phenomenological methodology was 

utilized to interview the seven participants in this study. Participants represented a cross-section 

of students from various degree programs and class standings.  

By examining the closure of a for-profit college we can gain a greater understanding of 

the processes and effects of policy implementation, with attention to the ways in which social 

justice is realized in institutions of higher education. This understanding is attained by 

investigating the experiences of students and considering how the data produced correlates to the 

intent of enacted policy and the claims of existing literature about the for-profit sector. Further, 

examining the effects of a closure provides a window into the contemporary political context of 

higher education policy, especially with respect to the perpetuation of social stratification. 
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This chapter begins with a review of the literature on the for-profit sector drawn from 

multiple sources including journal articles, books, Internet sources, and government reports. This 

review will provide a brief description of the history of the for-profit sector, offering 

explanations for its rapid growth, and describing the debates between literature sources on both 

the merits of the for-profit sector and concerns of researchers regarding the for-profit education 

model. Literature concerning the social implications of for-profit education will be discussed, 

particularly regarding the demographics of enrolled students. Finally, a discussion of the findings 

of a government report and subsequent policy implementations enacted due to those findings will 

be explored, bringing context to this study, and providing a framework for its purpose. 

History and Expansion of the For-Profit Sector in Higher Education 

For-profit education has been a vital element in the training of skilled tradespeople 

throughout the history of the United States. Ruch (2001) describes that as early as 1660 Dutch 

settlers had established evening schools to teach general education for a fee, then included 

language education, finally expanding into job skills training.  As the American education 

system started taking shape, colleges and universities focused on providing a classical education 

to the elite, while small for-profit schools offered the general population job skills training. The 

growth of the U.S. as a country expanded the need for agricultural and mechanical education, 

spurring the Morrill Act of 1862, and public colleges began offering programs beyond the 

traditional liberal arts education. Public education expanded further into vocational training with 

the Servicemen’s Readjustment Act of 1944, which provided veterans with educational benefits 

after returning from World War II. Also known as the GI Bill, this policy not only grew the 

number of public higher education institutions, but diversified the student demographic (Adams, 

2000). 
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However, during the 1990’s the for-profit education sector experienced an enormous 

expansion with the development of multi-campus and multi-state corporate institutions (Kinser, 

2006). This expansion is explained by the 1996 decision of the U.S. Department of Education to 

redefine the criteria that allow higher education institutions to be eligible for Title IV funds 

(Ruch, 2001). New criteria allowed institutions to participate in Title IV programs if they offered 

associate’s degrees or higher, their programs consisted of 300 clock hours of instruction, they 

were accredited through an agency recognized by the DOE, had a signed agreement with the 

DOE, and were in business for at least two years.  Prior to this change, only institutions that were 

accredited as colleges by an organization recognized by the DOE could participate in Title IV 

Programs. With the changes to Title IV policy the DOE allowed schools that were both 

regionally and nationally accredited to participate in financial aid programs. Floyd (2007) states 

that for-profit institutions also fought the DOE successfully in order to loosen federal restrictions 

on financial aid for part-time and on-line students. For-profit institutions quickly changed what 

they offered to comply with DOE requirements, and investors in for-profit education could count 

on guaranteed federal grants and loans to secure their investments. Between 1998 and 2008, 

student enrollment in for-profit post-secondary institutions grew over 225 percent according to a 

2010 report published by the United States Senate, from just below 600,000 students to 1.8 

million students (U.S. DOE, 2010). Current data from the NCES shows the growth of the for-

profit sector peaked in 2010 at just about 2.4 million students (Figure 1).  
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FIGURE 1. Student Enrollment in For-Profit Education 

 
 

 

Cottom (2017) attributes the expansion of federal fund availability to the for-profit sector to the 

state of the economy and a poor labor market. She explains that the for-profit sector offered to 

provide credentialing to high-demand, high-paying jobs, around a schedule and timeframe that 

catered to the demanding lives of working people. 

In 2011, of the number of students attending institutions of higher education, 12 percent 

were enrolled at for-profit schools (Tierney, 2011).  According to the National Center for 

Education Statistics (2017), of the students enrolled in higher education during the 2011-2012 

academic year, the percentage of students enrolled in for-profit institutions receiving Pell grants 

(64%) was higher than the percentage of students who received Pell grants in public (38%) or 

private (36%) institutions. When looking at student loans, 71% of students enrolled in for-profit 

schools received federal student loans, as opposed to 59% of students enrolled in private 

institutions, and 30% of students enrolled in public institutions (Figure 2).  Ultimately, for-profit 

post-secondary education institutions were increasing revenue in direct relationship to the influx 

of federal tax dollars (U.S. Senate, 2012). 
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FIGURE 2. Percent of Students Receiving Aid By Institution 11/12 

 
 

The For-Profit Debate 

The majority of literature produced regarding the for-profit sector has been critical of its 

practices. However, literature also exists that supports aspects of the for-profit college model. 

The literature that finds positive benefits for for-profit institutions (or aspects of the for-profit 

model) generally finds that they are providing a service to students who are not otherwise being 

served by traditional non-profit institutions (Miller, Smith, and Nichols, 2011).  Howard-Vital 

(2006) explains that students are drawn to for-profit schools because they create a welcoming 

environment and respond to potential student needs in an effective manner by helping potential 

students with admissions and financial aid paperwork. Floyd (2007) also identifies customer 

service as a strength of the for-profit model. Proponents of these institutions claim they are 

filling a gap left open by their not-for-profit counterparts by offering training programs, 

certificates and degrees for direct employment, in addition to the strong customer service 

exhibited in the for-profit model. 

0

10

20

30

40

50

60

70

80

Pell Grants Student Loans

Public

Private

For Profit

Source: NCES, A 
Profile of the 
Enrollment 
Patterns and 
Demographic 
Characteristics of 
Undergraduates 
at For-Profit 
Institutions, 2017



 

6 

 

However, critics argue that for-profit institutions exploit low-income populations, leaving 

students in-debt and with questionable credentials (Cottom, 2017).  Chung (2012) states that for-

profit schools are regarded as taking advantage of students by some and as helping students find 

a way into the labor-market by others.  Statistical data available through the National Center for 

Education Statistics (2017) identifies that low-income, minority students are enrolling in for-

profit institutions. Enrollment of minority students in 2-year or less than 2-year programs at for-

profit institutions is higher than enrollment of white students in these programs. The data 

additionally identifies students who attend for-profit institutions as acquiring more student loan 

debt than students who attend non-profit, public institutions.   

Additionally, critics of for-profit post-secondary institutions have made claims of 

deceptive practices in student recruitment, concerns over student retention and graduation rates, 

and issues with student loan debt accrual. The research of Oseguera and Malagon (2010), reports 

from the Education Trust (Lynch, Engle, and Cruz., 2010) and the U.S. Senate (2014) are critical 

of the purpose, student recruitment processes, and business practices of for-profit institutions, as 

well as the overall question of whether or not government funds should be used to support 

corporations. Tierney (2011) has written about for-profit institutions, but states, as do the 

majority of researchers, that there is not enough data on student outcomes to accurately assess 

whether or not for-profit colleges are providing a resource that is beneficial to the students they 

serve.  

Social Implications of For-Profit Education. 

Current research has identified the demographics of students who attend for-profit 

postsecondary institutions quite clearly.  In his social analysis of for-profit education, Beaver 

(2009) identifies the specific types of students who enroll in these institutions; older (over 30), 
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non-traditional students, and students from economically disadvantaged backgrounds.  

Compared to non-profit institutions, a greater percentage of students (about 50%) who enroll in 

for-profit institutions have parents whose highest education attainment level is a high school 

diploma or less (Figure 3).  

FIGURE 3. Parents Education Level By Institution  

 
 

Additionally, around 50% of students who attend for-profit institutions are low-income, 

and about half of all students enrolled are minority (U.S. Senate, 2010). In her research, Chung 

(2012) examined students enrolled in U.S. for-profits using data from the National Center for 

Education Statistics (NCES) of the Department of Education, surveys of which provide the only 

source of nationally-representative data of students enrolled in for-profit institutions.  Chung 

(2012) describes students enrolled in for-profit colleges as “more likely to be female and much 

more likely to be non-white,” as well as being economically disadvantaged.  As shown in Figure 

4, parents of students who enroll at for-profit institutions are more likely to have lower incomes 

than their counterparts at non-profit institutions.  Students who enroll in for-profit postsecondary 

schools also are more likely to hold a GED than their non-profit counterparts (Chung, 2012). 
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FIGURE 4.  Parent Income by Institution Type 

 
Social stratification theorists have stated some important considerations that may be 

applied to specific demographic data regarding students enrolled in the for-profit education 

sector. The student demographics of for-profit institutions suggest an unequal distribution of 

students from backgrounds with limited resources. Students lack not only financial resources, but 

resources that contribute to informed decision making regarding choice of higher education 

institutions. The concept of higher education is not foreign, and certainly not as mysterious, to 

students from backgrounds rich in cultural capital, thus making them better equipped to manage 

the educational landscape (Lareau, 2011). 

However, Cottom (2017) argues that lack of knowledge regarding the type of institution 

that students are choosing to enroll in is not necessarily the issue, as is the quality of credentials 

and the inherent social stratification of the labor market.  In her view, those who enroll in for-

profit institutions are seeking credentials to gain or maintain employment. Cottom also maintains 

that within a labor market in which wages are low and lay-offs are common, workers feel as 

though they need to acquire more credentials to obtain, or maintain, employability. While 

students who enroll in for-profit institutions feel that they are investing in their future, they are 
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acquiring debt along with questionable credentials in a labor market that is not creating a return 

on tuition investment. When looking at for-profit college data, Deming, Goldin, and Katz (2013) 

state that students enrolled in for-profit colleges were more likely to be unemployed than their 

community college counterparts, and are paid less when they do obtain employment. Further, in 

a six year study on labor market returns and transfer students, Liu and Belfield (2014) concluded 

that transfer students who had attended only public and private non-profit institutions earned 

more than transfer students who had ever been enrolled in a for-profit institutions, and were more 

likely to be employed.  

The Harkin Report Findings. 

In 2012, the U.S. Senate released a report containing the results of a 2-year investigation, 

led by Senator Tom Harkin, into the for-profit education industry.  The practices of thirty for-

profit education corporations nationwide were investigated, focusing both on the practices of for-

profit schools and the financial burden placed on students who attended these institutions.  The 

report claimed that for-profit institutions spent more than their non-profit counterparts on 

marketing/recruitment, executive salaries, and lobbying efforts. When the 30 companies were 

examined together, it was found that almost a quarter (22.7%) of all revenue was spent on 

marketing and recruitment efforts in 2009, and about $2050 per student on instruction.  

Comparatively, the non-profit schools spent around one percent of their budget on marketing and 

on average $5000 per student on instruction (U.S. Senate, 2012). The report called the 

recruitment practices of many for-profit schools “deceptive” and “aggressive.” Some recruiters 

were making multiple phone calls to potential students, “selling” programs and pressuring them 

to enroll.  Essentially these recruiters were salespeople whose jobs depended upon the number of 

students they were able to enroll. Financial incentives such as bonuses were also awarded to high 
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performing recruiters at some schools.  Students and undercover investigators reported receiving 

misleading information from recruiters, ranging from the length and costs of programs to 

exaggerated job prospects and salary figures. In addition to these marketing and recruitment 

tactics, the report found that schools targeted non-traditional potential students, and recruiter-

training manuals encouraged employees to focus on the weaknesses of potential students, such as 

those with dead-end jobs or low socioeconomic status, in an effort to push them towards 

enrolling in programs. Seemingly, non-traditional students were the focus because of their 

eligibility for federal aid, but also their lack of knowledge about higher education. 

The Harkin Report also investigated student withdrawal rates from 16 for-profit 

institutions and found that 57% of students who enrolled in these schools between 2008 and 

2009 withdrew from their programs. As the report claims that the majority of for-profit schools 

are more expensive than their non-profit counterparts, 95% of students who enrolled in for-profit 

schools in 2007 received student loans compared to only 17% of students from community 

colleges and 44% of students at public institutions (U.S. Senate, 2010). 

Report findings regarding student debt which are particularly troubling include: 

Most for-profit colleges charge much higher tuition than comparable programs at 

community colleges and flagship State public universities. The investigation found 

Associate degree and certificate programs averaged four times the cost of degree 

programs at comparable community colleges. Bachelor's degree programs 

averaged 20 percent more than the cost of analogous programs at flagship public 

universities despite the credits being largely non-transferrable (p.3). 

 

Because 96 percent of students starting a for-profit college take federal student 

loans to attend a for-profit college (compared to 13 percent at community 

colleges), nearly all students who leave have student loan debt, even when they 

don't have a degree or diploma or increased earning power (p.7). 

 

Students who attended a for-profit college accounted for 47 percent of all Federal 

student loan defaults in 2008 and 2009. More than 1 in 5 students enrolling in a 
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for-profit college-22 percent- default within 3 years of entering repayment on 

their student loans (U.S. Senate, 2012 p.8). 

 

Repercussions of the Harkin Report. 

In 2015, after the release of the Harkin Report the Department of Education began more 

closely scrutinizing the for-profit industry and sanctioning for-profit corporations who were not 

in compliance with Title IV requirements. Multiple media outlets reported on for-profit 

institutions investigated for fraud, two of the largest being ITT Education Services and 

Corinthian Colleges. Corinthian Colleges was accused of pressuring students into high interest 

loans, along with predatory recruitment practices and inflating job placement numbers (Rooney, 

2015). In May 2015, after being fined 30 million dollars by the Department of Education for 

inflating the job placement rates of graduates, Corinthian Colleges closed its 28 campuses and 

declared bankruptcy. Sixteen thousand students were enrolled in Corinthian Colleges when the 

campuses closed. In October 2015, ITT Education Services, charged with similar fraudulent 

behavior, was provided a letter from the Department of Education, threatening sanctions unless 

the corporation followed procedures outlined by the DOE. In September 2016, ITT Education 

Services declared bankruptcy and closed all 130 campuses at which 40,000 students were 

enrolled (Smith, 2016). In a September press release (Appendix A) ITT called the actions of the 

government “inappropriate and unconstitutional” and blamed the government sanctions for the 

loss of jobs for over 8,000 employees. Students from Corinthian Colleges and ITT Education 

Services were offered student loan debt relief from the DOE, because of the predatory practices 

of both corporations. The participants in this case study were enrolled in a college owned by ITT 

Education Services when they declared bankruptcy. The following letter (Figure 5) to ITT 

students was posted on the official blog of the U.S. Department of Education in September of 

2016 (https://blog.ed.gov/2016/09/message-secretary-education-itt-students/): 

https://blog.ed.gov/2016/09/message-secretary-education-itt-students/
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FIGURE 5. Message to ITT Students from the Secretary of Education 
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This study focuses on a college owned by ITT Educational Services. Daniel Webster 

College, founded in 1965, had previously been a non-profit, private institution until ITT 

Educational Services purchased the school in 2009. It is important to note this history, which will 

be further explained in chapter four, because before being acquired by ITT Technical Services, 

Daniel Webster College had been well respected for its aviation program and therefore a trusted 

name in the surrounding community. Thus, the demographics of students enrolled in Daniel 

Webster College did not wholly reflect the demographics of for-profit institution students 

identified in previous research on for-profit colleges. However, with the increasing number of 

recent for-profit school closures, it is imperative that there is a basis for understanding what 

occurs, from a student perspective, when a school closes, so that steps can be taken to effectively 

support the students involved. 

Summary 

The for-profit higher education industry has grown exponentially over the last few 

decades, and with this growth the sector offered not only technical programs, but also academic 

degrees at both the undergraduate and graduate level. Research (U.S. DOE, 2010) has identified 

the demographics of students enrolled in for-profit colleges, and attempts have been made to 

understand student choice of for-profits over non-profit institutions. Some literature (Lynch, 

2010) has focused on the financial ramifications on students attending for-profit institutions who 

receive financial loans to attend school, and has raised questions regarding student ability to 

repay loan debt. The marketing practices of for-profit schools have been critiqued in government 

reports and literature, as have enrollment and financial aid processes (U.S. Senate, 2010, 

Oseguera & Malagon, 2010, Lynch et al., 2010).   
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A review of the literature on the for-profit higher education sector literature poses 

concerns regarding the viability of the for-profit model of education, but reveals many gaps in 

the current literature. First, the term “for-profit” is used very generally. The types of institutions 

that fall under the “for-profit” umbrella are very diverse. Degrees range from certificates for 

direct employment to doctorates. Some schools are focused on just one area of technical 

education; others offer various technical degrees, while others are focused more towards 

academic areas of study, offering bachelors and graduate degrees. It is not feasible to understand 

a whole sector of education based on such varying criteria. Secondly, just as the industry itself is 

diverse, so are the students choosing for-profit schools. The student enrolling in a master’s level 

program at the University of Phoenix may differ from a student enrolling in a technical college. 

More research is needed to understand the various types of for-profit institutions and the 

particular students they serve to understand the effects of for-profit enrollment on students. 

Additionally, implications of social justice issues surrounding the for-profit sector are evident in 

the literature but are not fully explored due to the generalization of the for-profit sector by 

researchers and government reports.  

After the release of the Harkin Report (2012), scrutiny of for-profit institutions by 

legislators led to sanctions, causing some institutions within the for-profit sector to close, leaving 

students unable to complete the programs in which they enrolled. Data from National Center for 

Education Statistics (Appendix B) on the number of for-profit school closures occurring in recent 

years shows that 49 for-profit degree-granting post-secondary institutions closed their doors in 

2014-2015, a dramatic increase from previous years. In May of 2017, the Federal Reserve Bank 

of Philadelphia released a study examining the effects of sanctions on for-profit colleges in the 

1990s. The study showed that when sanctions led to a school closure, students turned to 
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community colleges to continue their education. However, the study also points out that a lack of 

public support for community colleges in recent years has decreased the capacity of colleges to 

enroll students (Cellini et al., 2017).   

In reviewing the literature on the for-profit education sector and realizing the current state 

of for-profit education, I draw the assumption that higher education policy stemming from 

loosening restrictions on Title IV funding and subsequent sanctions on the for-profit sector is 

perpetuating social stratification and failing the student constituency. This study sought to 

explore the experiences of students enrolled in a for-profit college leading up to its closure, in 

hopes of better understanding the impact of a closure on students. It examined how the 

participants perceived the closure, their experiences throughout the process of the closure, and 

issues they experienced in transferring to a new institution, along with how they chose an 

institution in which to transfer. However, in exploring how students perceived a closure, I 

anticipated a broadened understanding of the for-profit sector and the impact of policy decisions 

on higher education institutions. This purpose emerged from the need to gain a better 

understanding of the for-profit sector, reactive policy implementation surrounding the sector, and 

the social justice implications emerging from higher education policy enactments. 
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CHAPTER 2 

CONCEPTUAL FRAMEWORK 

In the previous chapter the literature on for-profit higher education was presented, 

including a brief history of the sector, a discussion of the growth of for-profit corporations and 

their student demographics, and the effects of the most recent policy decisions surrounding the 

for-profit sector. I introduced social stratification theory into the discussion as a lens with which 

to view higher education policy and for-profit education, and presented literature discussing the 

ties between the for-profit sector, issues with social justice, and the perpetuation of social 

stratification. I chose to utilize a framework of social stratification theory and social justice for 

this dissertation due to the movement of higher education towards a seemingly more capitalist 

ideology with policy supporting the privatization of colleges, the neoliberal ideology driving 

current education policy, and the lack of rich data on the impact of these ideologies on the 

students most affected by policy. Framing my research through social stratification theory brings 

the focus back to the student as a stakeholder in policy decisions. Throughout the literature on 

for-profit education, whether that literature poses for-profit education in the role of antagonist or 

champion to student, the demographic of underserved student remains consistent. This drew the 

assumption that underserved students are the recipients of the effects of both government policy 

and for-profit sector implementation of that policy, also shaping the critical framework of this 

study. With the stated assumption, the measurement of the effectiveness of policy is based on the 

results produced from both the policy and its implementation (Figure 6). 
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FIGURE 6. Effects of Policy and Policy Implementation 

 
According to Maxwell (2013, p.64) along with existing theory and literature, the 

experiential knowledge of the researcher can be utilized in the development of a conceptual 

framework. With that, I called upon my seventeen years of professional experience working with 

underserved college students to shape this study.   

This chapter will discuss the concepts framing the design of this study. While the 

literature on the for-profit sector informed the study, the policy shaping the current state of 

higher education and social justice implications of the policy trends surrounding the for-profit 

sector are equally important to its framework. I will start the chapter with an exploration of the 

privatization of higher education, followed by an exploration of past policy that aided 

underserved students, and end with a discussion of the current political ideology driving 

educational policy. 

Privatization of Higher Education 

Kingdon states (2011) that in order for policy to be enacted, the problem stream, policy 

stream, and politics stream need to come together at the right time. In her discussion on the rise 

of the for-profit sector, Cottom (2017) explains how economic and labor market conditions 

presented opportunity for policy that spurred the growth of for-profit institutions. She describes 
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how the new economy changed the labor market so that companies assumed less responsibility in 

the training of workers, and less responsibility in providing benefits to employees. Workers are 

responsible for seeking out training and certification that keep them employable, and they are 

seeking training across industries, trying to keep up with perceived labor market demands. The 

political focus of education became workforce training under this economic model, and that 

focus paved the way for the for-profit sector to lobby for access to Title IV programs. In 

reviewing the literature, most specifically the Harkin Report (2012), the policy driving the 

privatization of higher education along with the implementation of that policy failed the students 

who enrolled in the for-profit sector (Figure 7). Policy loosened Title IV restrictions, the for-

profit sector grew and investors profited with the implementation of that policy, and students 

who had enrolled in the for-profit sector were misled about the benefits of enrollment, i.e., career 

paths and salaries, and acquired useless educational credits and debt. 

FIGURE 7. Privatization Policy and Policy Implementation  

 
Neoliberal Ideology and Higher Education 

Privatization of public goods and services has become a fundamental tenet of neoliberal 

capitalist ideology, which supports the free market over any other interests. Neoliberalism theory 

alleges that privatization and market deregulation will provide maximum social good, and 
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thereby focuses expanding corporate interests (Saunders, 2007). The privatization of higher 

education has had ramifications, and the consequences have had the greatest impact on those of 

lower socio-economic standing, the demographic eligible for the most Title IV funding for 

educational expenses (U.S. Senate, 2012; Deming et al.; 2013, Cottom, 2017). When the Harkin 

Report was released for-profit schools chose to declare bankruptcy and close rather than adjust to 

the demands of the Department of Education. Reactive policy produced by the Harkin report 

findings negatively impacted the students enrolled in failed for-profits (Figure 8), as sanctions 

and the resulting closures left students with debt and without an institution to complete a degree.  

FIGURE 8. Sanctioning For-Profit Colleges and Implementation 

 
Free-market advocates looked at the sanctions on for-profit schools as a means to stifle 

the market, while the Department of Education claimed they were trying to protect the federal 

investment in higher education by sanctioning for-profit institutions found to be engaging in 

questionable practices, and attempted to rectify student debt through loan forgiveness programs. 

Unfortunately, the Department of Education stopped processing applications for student loan 

debt forgiveness with the appointment of a new Secretary of Education under the current 

presidential administration in February 2017, an administration that unequivocally supports 
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neoliberal ideology. Under this ideology exists a disregard for the outcomes of policy on the 

student, as the assumption is the market will adjust for the good of society in every circumstance. 

Cultural Hegemony and Social Stratification 

Given the movement of higher education towards a more corporate/capitalist ideology 

with a focus towards workforce education, this study was grounded in a framework rooted in 

Marxist Humanist theory, particularly the work of Antonio Gramsci around cultural hegemony. 

Contradictory to neoliberalism, Gramsci theorized the state would prosper both socially and 

economically through the empowerment of the working class. In Gramsci’s theory of cultural 

hegemony, the dominant class creates cultural norms that, while meeting the minimum needs of 

the masses, ultimately serve the interests of the dominant class (Gramsci, 1968). Policy towards 

the privatization of higher education was driven by the economic and labor market conditions 

that Cottom (2017) describes, conditions that served corporate interests as they were relieved of 

the responsibility of providing workers job stability, training and other benefits. The 

student/worker constituency took these conditions as cultural norms and demanded more ways of 

obtaining credentials to maintain employability in the labor market, a demand that aided policy 

towards privatization. While the privatization of education was portrayed as a solution to the 

unmet needs of the workforce, it is essentially reinforcing the cultural hegemony created by 

neoliberal capitalist labor markets.  

In this study I use a social justice lens based in social stratification theory to counter the 

neoliberal capitalist ideology that spurred the growth of for-profit education. Social stratification 

theory is an appropriate counter hegemony due to the demographic of student identified in 

research on for-profit colleges, and the questionable impact that education policy is having on 

this demographic according to prior research (U.S. Senate, 2012; Deming et al, 2013; Arbeit, 
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2017). The framework of neoliberal ideology absolves the private sector from social 

responsibility and places all of the responsibility for success on the consumer, the consumer 

being the student. Neoliberal ideology does not consider the lack of resources of underserved 

students identified in social stratification theory, nor does it consider the social justice issues that 

may arise from this lack of resources. While cultural hegemony establishes the status quo, social 

justice issues between classes maintain the status quo. Deming et al. (2013) state that students 

who enroll in for-profit colleges “tend to be in more precarious financial situations than their 

counterparts before they enroll (p. 142)” which contributes to the higher student loan default 

rates and unemployment numbers associated with for-profit college students. If students are 

enrolling in for-profit colleges to gain credentials that lead from one low-paying job to another, 

as Cottom (2017) contends, the status quo is being maintained by the inability of students to gain 

social mobility or financial security from their efforts to gain credentials. The closures of for-

profit schools have contributed to the consequences of the privatization of higher education by 

limiting the options of students to continue their education after a closure. Educational credits 

from for-profit colleges are not usually accepted by traditional institutions (Harkin, 2012; 

Deming et al., 2013) leaving students unable to transfer credits if they wish to enroll in a 

traditional institution after a closure. Thereby, the effects of neoliberal policy and policy 

implementation towards the privatization of higher education did not contribute to the good of 

the masses, nor the empowerment of the worker, but rather contributed to the perpetuation of 

social stratification. 

Despite claims by the for-profit sector to the contrary, public institutions have provided 

educational opportunities to underserved students. These opportunities, fueled by policy support, 

provided students the means to expand obtain the educational degree or certificate needed to 
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enter the workforce, and served as a pathway into traditional education for students who desired 

to follow that path.  

Policy Support for Underserved Students 

Existing federal policies supporting the recruitment and retention of underserved students 

in higher education demonstrate an understanding of the needs of these students. TRIO and the 

Carl Perkins Act are examples of policy successfully implemented by non-profit institutions of 

higher education providing benefits to underserved students. Both policies are an example of a 

hegemony which empowers the working class through education and contribute to the public 

good. 

TRIO is a federally funded group of programs tasked with assisting non-traditional 

student groups to access and obtain higher education credentials. TRIO was created in 1968 as 

part of President Johnson’s War on Poverty, to expand access to higher education for low-

income students, and attempt to close the income gap between socio-economic groups. While 

initially created to assist low-income students, TRIO programs throughout the years have 

expanded, and students considered “non-traditional” under TRIO guidelines currently are first-

generation, low-income, students of color, veterans, and disabled students. TRIO was created in 

the 1960’s, during a time that was perfect for all three of Kingdon’s (2011) streams to meet and 

pass through the policy window.  Johnson had declared a war on poverty, the Civil Rights 

Movement was in full swing, and people wanted equality and change.  Visible participants of 

TRIO policy were the President, Congress, and civil rights leaders who were stressing the 

importance of education and equality for the masses. 

The legislative intent of TRIO programs was to increase access to higher education to 

underserved students. This intent was originally focused towards low-income students, but with 
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amendments to the Higher Education Act of 1965, was expanded to include first-generation 

students, minority students, disabled students, and veterans.  Private and public institutions are 

both eligible to apply for federal TRIO funding, and must have experience serving TRIO eligible 

students.  Ultimately, TRIO programs are meant to give students the resources that support them 

in achieving a college education.   

According to several national studies conducted by the U.S. Department of Education, 

there have been many positive effects of TRIO policy and its various programs.  Here are some 

of the most notable from those studies (The Pell Institute, 2009): 

 Talent Search students in Florida were 20% more likely than similarly qualified 

peers to graduate from high school. 

 Talent Search students in Florida were 42% more likely to enroll in a public college 

right after graduation. 

 Talent Search students in Texas were 52% more likely to enroll in a public college 

right after graduation. 

 Upward Bound students are 50% more likely to attain a bachelor’s degree (as 

compared to control group). 

 Upward Bound Math and Science students were 44% more likely to enroll in 

selective 4-year colleges (as compared to control group). 

 

Workforce Education Policy 

Since concerns regarding workforce education influenced policy towards privatization 

(Cottom, 2017), it is important to acknowledge the Carl D. Perkins Act. I discuss an 

incorporation of this policy in Nevada as an example of successful policy and policy 

implementation aimed towards workforce education due to my professional involvement with a 

program stemming from the Carl D. Perkins Act. In my role as Assistant Coordinator for the 

Tech Prep Program at the College of Southern Nevada, the largest community college in Nevada, 
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I worked directly with the Nevada Department of Education on policy implementation of career 

and technical education (CTE) programs throughout the state. According to Arbeit et al. (2017), 

93% of students enrolled in for-profit colleges are enrolled in career and technical education 

(CTE) programs, compared to about 63% of students at public and 61% of students at private 

nonprofit institutions, reinforcing the necessity of examining this policy. 

In 1985, the Nevada legislature approved Assembly Bill 131, which authorized public 

schools to work jointly with each other and business and industry to expand career and technical 

education programs in the state of Nevada. The reauthorization of the Carl D. Perkins Vocational 

and Technical Education Act in the previous year made funds available to states for career and 

technical education.  The impetus for this included great economic growth in the U.S. and 

President Reagan’s call for stronger education of the workforce in order to compete with 

international markets. Higher education was tasked with creating a workforce able to compete on 

a global scale.  Hence, the problem stream, the policy stream, and politics stream combined at 

the right time for policies for CTE policies to be passed nationwide (Kingdon, 2011). 

The Tech Prep Program in Nevada is a 2+2 program. The colleges and secondary schools 

work together with business and industry to develop articulation agreements. Students can take 

CTE courses in high school as juniors and seniors, and receive both high school and college 

credit for the courses. Students can graduate with up to 15 college credits, which can be counted 

towards an associate’s degree at the awarding institution. College faculty work closely with 

secondary teachers to ensure the curriculum of courses meets college standards, and program 

committees are organized for each of the program areas.  Business and industry leaders are 

appointed to committees to ensure that the curriculum is meeting the needs of the private sector.  

Dual enrollment courses are offered in the areas of agriculture and natural resources, business 
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and marketing, family and consumer science, health science and public safety, information and 

media technologies, and skilled and technical sciences. In my position with the Tech Prep 

Program, I was often asked to present the program in CTE classrooms. I built rapport with many 

underserved students, and provided guidance on college processes such as admissions and 

financial aid. I was able to expand their knowledge on higher education and offer a resource that 

they had previously lacked, which helped build the habitus Lareau (2011) spoke of in her work. 

Students obtained college credits in high school and were able to transition into college after 

graduation if they chose.  

The legislative intent of the Career and Technical Education Act was to strengthen the 

workforce of Nevada through the expansion of career and technical education in secondary 

schools.  Building a skilled domestic workforce that could compete with overseas markets was a 

nationwide concern that was being address by individual states through CTE legislation.  The 

integration of business and industry into this act was to ensure that educational institutions were 

providing the skills needed in the workforce. The combination of secondary school faculty, post-

secondary school faculty, and business and industry would support the rigor of the curriculum, 

and ensure the proper skill set is provided to prepare students for success in the workforce.     

According to a 2011 report released by the Nevada Department of Education there are 

some noticeable gains from Career and Technical programs in the state of Nevada.  While 

enrollment has remained constant over the past 5 years (about 47% of secondary students 

enrolled in one or more CTE courses), daily attendance rates of CTE students were about 1.2 

percent higher than overall attendance rates (NDOE, 2011).  The report also showed that CTE 

students scored higher in math, reading, and writing assessments compared to other students, 2 to 

6 percentage points higher on average. The report attributes the higher scores to the “practical 
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application of math skills to solve real world problems; the reading of technical manuals and 

following written instructions in project-based lab assignments; the use of writing skills to 

compose business letters and other correspondence and demonstrate all-around communication 

skills in simulated work-based learning environments (NDOE, 2011, p. 3).” The most noticeable 

gain in the Nevada Department of Education Report (2011) was the graduation and dropout rates 

of CTE students compared to all students.  In the 2007-2008 school year the graduation rate for 

CTE students was 72% compared to 68% for all students, the following year the CTE rate 

remained constant, but the overall student rate increased by 2 percentage points, the report did 

not explain the increase in the overall graduation rate. The report also shows that the dropout rate 

for CTE students has remained consistently lower than that of overall students by almost 2 

percentage points, from 2.8 and 4.7% in 2007-2008 to 2.6% and 4.2% in 2008-2009, 

respectively.  Overall, Career and Technical Education appears to have led to positive gains for 

public education in the state of Nevada. 

Many positive consequences have occurred from the CTE Act, both for students and 

higher education institutions. For institutions, the connection with business and industry has 

extended beyond CTE. Partnerships have been formed that include current employees furthering 

their training, and higher education has opened up to a new segment of the population. The 

partnerships between secondary schools and higher education have also contributed to the 

departments working together on new programming that involves service learning and mentoring 

between students at each institution. Further, Tech Prep programs have been able to provide the 

type of support needed by underserved students to enroll in higher education programs. 

Academic opportunities open up to students beyond career and technical education. These 
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students are able to gain a better understanding of the culture of higher education, an 

understanding that gives incentive to fully participate in their education.  

The TRIO and Carl Perkins Acts promote equal access to higher education for the student 

demographic that for-profit institutions claim are ignored by traditional institutions. Deming et 

al. (2013) point out that students enrolled in for-profit schools are more likely to complete an 

associate degree program (54%) than their community college counterparts (42%), however, 

explain that some community college students will transfer into a bachelor’s degree program 

before completing their associate’s degree. TRIO and Carl Perkins policy demonstrate both an 

understanding of the barriers that underserved students face in higher education and provide 

solutions to overcome those barriers in ways that promote equal access to traditional higher 

education for underserved students. Additionally, these policies and their implementation have 

allowed underserved students to obtain degrees or certificates that can be used in the workforce 

and allowed students who wished to further their education the opportunity by providing them 

transferable credits through regionally accredited institutions (Figure 9).  

FIGURE 9. Underserved Student Policy and Implementation 
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 Conclusion 

In framing this study I discussed the policy surrounding the growth of the for-profit 

education sector and the consequences of policy implementation. I also discussed the neoliberal 

political ideology contributing to policy that spurred the growth of the sector and is continuing to 

impact students. The focus of neoliberal policy is to provide benefits to the private sector, and 

assumes that society will benefit from unregulated markets. This assumption was refuted with 

the findings from the Harkin Report that revealed unscrupulous practices within the for-profit 

sector. However, it was not only neoliberal ideology that contributed to negative consequences 

for students. Reactive policy stemming from the Harkin Report led to sanctions within the for-

profit sector, colleges closed and students were left without an institution and responsible for 

student loan debt. In the examination of policy trends involved with the privatization of higher 

education since the initial decision to expand Title IV funding to the for-profit sector, 

underserved students are bearing the brunt of policy decisions. For-profit institutions can declare 

bankruptcy while the DOE is no longer processing student debt-relief applications, which is 

indicative of neoliberal policy. 

I chose view this study through a lens that considers the impact on the student as an 

integral part of policy effectiveness. I discussed two federal policies whose intent supports the 

theory that the empowerment of the masses benefits society and the economy. These policies 

served as examples of the effective policy that projected an understanding of the needs of 

underserved students. In this study I examine a school closure from the student experience, since 

it is the missing viewpoint on the impact of policy and policy implementation concerning the 

privatization of higher education. 
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CHAPTER 3 

METHODS 

This study is centered on the perceptions of students who were enrolled in a for-profit 

institution of higher education, Daniel Webster College, in the semesters prior to the institution’s 

closure. I’m interested in how the students perceived the closure, and how it impacted them 

academically, financially, and personally. DWC was not the typical for-profit institution 

identified in the existing literature, nor did its students meet the typical demographic profile of 

students enrolled in the for-profit sector. However, there is a good story to be told about the 

school closure from the perspective of the student. While this study cannot be used to make 

generalizations about for-profit school closures, it verifies the complexity of the for-profit 

education sector, and explores the impacts of a closure on a particular group of students. 

Additionally, this study validates the claim made in the previous, limited research on for-profit 

schools that more research needs to be conducted to understand not only the impact of the for-

profit sector on enrolled students, but on how neoliberal policy is affecting the landscape of 

higher education in the United States. 

Chapter Overview 

In this chapter I will discuss the design of my study, the methodology utilized, and 

provide rationale for the method used to collect and analyze data. I chose to conduct a qualitative 

study of students who had been enrolled at Daniel Webster College during the semesters leading 

up to the school’s closure, utilizing a phenomenological approach to data collection, as the 

purpose was to understand the experience of the student and the impact of the closure on each 

participant. Using this approach, I was able to conduct in-depth interviews with each participant, 
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and gain an understanding of the events leading up to the school closure from the student 

perspective, individual issues that arose for each participant, and how participants fared upon 

resolution of those issues.  

I will present my primary and secondary research questions, providing brief explanations 

of the relevance of these questions. I will justify my research methodology by citing academic 

works on qualitative research, and more specifically, the phenomenological approach to data 

collection. I will discuss data collection, and how my target group evolved due to the distinct 

characteristics of Daniel Webster College. Finally, I will describe the data analysis, ethical 

considerations, and limitations of my study. 

Research Questions 

This study explores the phenomenon of a for-profit college closure from the perspective 

of enrolled students. My primary research question examines the perceptions and experiences of 

students in regards to the closure of Daniel Webster College. I wanted to understand how 

students perceived the process of the closure, and how they were impacted, if they were 

impacted, by what transpired at Daniel Webster College. I also wanted to explore some of the 

topics identified in prior research, specifically financial aid and transfer credit issues, and see if 

students experienced issues in these areas. Additionally, I wanted to understand what students 

perceived as their resources throughout the closure (Figure 10). 
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FIGURE 10. Research Question Development 

 
 

Due to the lack of research on the for-profit sector and for-profit school closures, 

particularly from the perspective of the student, the data generated from these questions will 

provide much needed information regarding this phenomenon, particularly considering the 

increased frequency that institutions have been recently closing. 

Primary Question: How did students of a for-profit institution of higher education 

perceive and experience the institution’s closure? 

Secondary Questions: 

SQ 1: How were students notified of the school closure? 

SQ 2: Were students offered support to transition to a new institution? 

SQ 3: Did students have any issues with their financial aid or transfer credits due to 

the school closure? 
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SQ 4: What influenced the decision of the students to choose the institution they 

transitioned into to complete their degree? 

My first secondary question gave me a foundation for understanding the environment at 

Daniel Webster College before and during the closure process. This foundation provided insight 

to how informed students felt throughout the process, and their perceptions regarding the 

knowledge of school faculty and staff, as well as a timeline of events surrounding the closure. 

My second, third, and fourth secondary questions gave me insight into the perceived 

resources available to students before and during the school closure, and how students utilized 

those resources. Question two identified areas of support provided to students, and who offered 

the support. Question three explored financial issues that arose for students as a result of the 

closure, and issues regarding transferring their academic credits to a new institution. This 

question was important to explore due to findings in previous research, which claimed that 

students acquired student loan debt for academic credit that was not recognized in the non-profit 

sector (U.S. Senate, 2010). Question four allowed me to gain an understanding of how 

participants perceived higher education, to recognize their priorities when choosing an 

institution, and further explore their perception of the college closure through comparisons made 

between Daniel Webster College and their new institution.  

Rationale for Research Methodology 

In developing my research design, I continually reviewed the gaps in research identified 

in previous studies, along with the findings presented by those studies, and asked the questions: 

What data would add to existing research on for-profit colleges to allow a greater understanding 

of the student experience?  What methods could I utilize to explore key topics that arose from the 

literature on students who had attended for-profit institutions without making those topics the 
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focus of my research? It was important for me to step away from any pre-conceived assumptions 

I had regarding this topic and open myself up to gaining an understanding of the student 

experience. The majority of the data collected in previous studies was quantitative, and while the 

data provided a critical foundation for understanding the demographics of students enrolled at 

particular types of for-profit colleges, and specific financial impacts on these students, there is a 

need for rich, in-depth data on the experiences of students who had enrolled in for-profit colleges 

that had suspended operations, their perceptions of the closure, and how they fared after the 

closure. For this study, I hoped to contribute to the field by providing some data on the student 

perspective of a school closure. 

Qualitative Inquiry 

 

Schramm (2006, p. 9) states, “Qualitative inquirers seek to make phenomena more 

complex, not simpler.”  In chapter one of this paper, I described the “umbrella category” of for-

profit institutions, and the lack of acknowledgment in identifying the distinct types of institutions 

within the for-profit sector. Quantitative research findings have provided a broad understanding 

of issues faced by enrolling in the for-profit sector. However, while I drew on the findings of 

previous research on the for-profit education sector to shape my research questions and gain an 

understanding of some of the key issues affecting students enrolled in for-profit institutions, I 

wanted to conduct a more in-depth exploration of the student experience. In choosing one type of 

for-profit institution, examining the closure of this institution, and exploring the experiences of 

students during this closure, I am providing a more complex view of for-profit colleges and the 

students experience within the for-profit sector. The qualitative approach allows for both the 

exploration of the issues, and provides room for emerging avenues of inquiry during data 

collection and analysis (Cresswell, 2009). 
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In Maxwell’s (2013) work, he describes the five intellectual goals that qualitative 

research is especially suited towards accomplishing: 

 To gain an understanding of the participant perspective of the experiences and 

situations in which they were involved. 

 To gain an understanding of the context of the participants’ experiences- 

essentially, an understanding of what was occurring and how it was influencing 

the participant. 

 To gain an understanding of how events unfolded (the process). 

 To identify emerging, unanticipated themes within the scope of the research. 

 To develop explanations of the interactions between themes, how one theme 

might affect another. 

In addition to these intellectual goals described by Maxwell, he discusses the use of 

qualitative methods to achieve practical goals. These goals include the generation of new theory 

in research, grounded in the perspective of the participant. Another goal is to conduct research 

that is used to inform public policy and improve current practices within the field of inquiry. 

Phenomenological Approach 

 

According to Seidman (2013), the focus of phenomenological research is to understand 

the experience of the participant as well as the meaning given to that experience by the 

participant.  Since the purpose of my research was to obtain a better understanding of the 

experiences and perceptions of students surrounding a school closure, as described by the 

students themselves, I enlisted the qualitative approach that best supported this purpose.  

Phenomenological research, as described by Seidman (2013), is structured around four 

themes, the transitory nature of human experience, subjective understanding, lived experience as 
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the foundation of phenomena, and emphasizing meaning and meaning in context. In the 

phenomenological approach to inquiry, the researcher asks the participant to look back on, and 

re-live their experiences, seeking to understand the experiences of the participant from the point 

of view of the participant. In reconstructing the lived experience, the participant is revealing her 

understanding of and meaning-making regarding the phenomenon. The researcher asks the 

participant to reflect on the lived experience, which in turn makes meaning of the experience.   

 The characteristics and structure of interviews in this approach to phenomenological 

inquiry support the four themes identified by Seidman (2013) in that it allows researchers both 

the time and interview techniques to explore the experiences of participants.  Interviews are 

conducted in three parts, the first exploring the background of participants, the second focuses on 

details of the experience, and the third interview involves the participant reflecting on their 

experiences. The interviewer uses open-ended questions and asks clarifying or follow-up 

questions, if necessary. Seidman identifies fundamental techniques to be utilized during the 

interview process, including trusting your hunches, listening more and speaking less, and 

structuring follow-up questions in an exploratory, rather than probing manner.  

Data Collection 

Overview 

I submitted my research proposal to the Institutional Review Board for the Protection of 

Human Subjects in Research (IRB) at the University of New Hampshire on May 15 of 2017. The 

IRB application was reviewed, and approved by the board on May 23 of 2017. The IRB 

application, IRB approval letter, and letter certifying my completion of the Responsible Conduct 

of Research training, a requirement of the UNH graduate School, are all provided in Appendix C. 

I began interviewing participants in June of 2017 and continued data collection through October 

of 2017.  
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It was important to try to piece together a timeline (Figure 11) of events leading up to the 

school closure, because of the multiple stakeholders involved in the process. The timeline served 

to assist me in identifying relevant events prior to the closure, and gave me a context when 

listening to participants’ stories. I obtained documentation from websites for the U.S. 

Department of Education, New Hampshire Department of Education, and Southern New 

Hampshire University, shown throughout chapters 4 and 5, to create a broad timeline of events. 

FIGURE 11. Timeline of DWC Closure 

 

Pilot 

I conducted a pilot interview before interviewing participants. Schramm (2006) identifies 

four instances in which he encourages researchers to use pilot studies when the researcher needs 

to clarify their understanding of a concept within their inquiry, to uncover biases in their 

thinking, to gain a sense of the meaning of experiences of the participants, or to engage in a 

chosen method of research. I used the pilot to experience the phenomenological approach that I 

had chosen. I wanted to gain an understanding of the process through experience, and try to 

identify any issues that might arise during the process (Seidman, 2013).  Conducting a pilot 

interview helped me gain an understanding of the process itself, and made me aware that I 

wanted to interview participants in person rather than over the phone, whenever possible. I was 
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also able to understand the stages of Seidman’s interview process, and how the interview 

sessions complement each other, allowing the researcher to build a rapport with the participant 

(Seidman, 2013). Data from the pilot interview were not included in the findings reported in this 

study. 

Participants 

 

The target population of this study was students who were enrolled in Daniel Webster 

College in the semesters leading up to the school’s closure, which occurred during the 2016-

2017 academic year. Due to the timeline of events and the sanctions imposed upon Daniel 

Webster’s parent company, ITT Educational Services, I wanted to interview students who were 

enrolled in the school between 2015 and 2017. Initially, I sought out participants who were 

aligned with the demographics identified in previous research on for-profit college student 

demographics. Previous research identified the majority of students enrolling in for-profit 

colleges as first in their family to go to college and as coming from a low-socio-economic 

background (U.S. D.O.E., 2010). However, upon beginning to search for research participants, I 

began to realize that the enrolled student population of Daniel Webster College did not reflect 

the findings of previous research. The student body of Daniel Webster College was more diverse 

in terms of both parental education attainment and socio-economic status, as I will expound upon 

further in my findings chapter. As the purpose of my study was to understand the impact of a 

school closure on enrolled students, I chose to include traditional students, along with non-

traditional students in the study. A testament to Schramm’s (2006) statement on qualitative 

research and complexity, I found as I started interviewing students there was a continuum of 

student types in my study and many students could not be described solely as traditional or non-

traditional.  
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Even if participants were initially labeled within a particular category, upon interviewing 

students and exploring their backgrounds, there were circumstances in their lives that made the 

ability to label students as “traditional” or “non-traditional” more difficult. An example of this is 

a participant whose father obtained a bachelor’s degree from an accredited university in New 

York. Initially, I would not have labeled this participant as a first-generation college student. 

When speaking to the participant further about his background, he revealed that his father was 

substantially older, had graduated before the participant was born, and was estranged from the 

family beginning when the participant was a young age. The circumstances surrounding his 

family situation negated the implied benefits of having a parent who was experienced in the 

higher education process. 

Seidman (2013) discusses the use of “gatekeepers” as a method of accessing potential 

participants, and I identified this as the primary means to find participants for my study. I also 

understood that, using this method, I would rely heavily on these gatekeepers to distribute 

information on the study rather than giving me direct contact information for students, as faculty 

and staff are bound by FERPA, the Federal Educational Rights and Privacy Act. Relying on 

knowledge I had obtained about where Daniel Webster students were most likely to seek transfer 

admission after the closure, I contacted student services staff at Southern New Hampshire 

University and University of New Hampshire at Manchester through email, introducing my 

study. I also emailed faculty chairs from the same programs that were available at Daniel 

Webster College, in case students were choosing to stay in the same major after transferring to 

their new institution. I shared the consent form, and asked that faculty and staff share my contact 

information with potential research participants. In addition to email, I met with staff from both 

institutions. I chose these two universities because they are the largest institutions in Southern 
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New Hampshire, and are in close proximity to the Daniel Webster College campus. Southern 

New Hampshire University (SNHU) is a private, non-profit institution, which agreed to take over 

the classes on the Daniel Webster College in a “teach-out” until May of 2017, allowing students 

to finish out the academic year on the Daniel Webster Campus, if they chose to do so. University 

of New Hampshire at Manchester is a college of the University of New Hampshire, a public, 

non-profit institution in Durham, New Hampshire. The Manchester College is a commuter 

campus, with a less expensive cost of attendance than the UNH Durham campus, and whose 

student demographic includes more transfer students than the main campus in Durham. UNH 

Manchester also is a smaller campus, with class sizes similar to Daniel Webster College.  

I interviewed seven participants, who represented a cross-section of students from various 

degree programs and were of different class standings, from freshmen to seniors (Table 1). I 

wanted to get a better sense of the experience of students across disciplines, rather than from just 

one academic department. I interviewed students of various class standings in order to get a 

broader understanding of student perception of the closing, and not have specific issues 

surrounding class standing overshadow the event of the closing itself. 
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Table 1. Final Research Participants 
Participant Gender Age Parent 

College 
Financial Aid Major 

 

1 
F 20 NO NO Homeland 

Security 

2 
F 22 NO YES Engineering 

 

3 
F 57 YES YES Aviation 

Mgmt. 

4 
M 37 YES YES Engineering 

 

5 
M 21 YES YES Management 

Info. Systems 

6 
M 32 NO YES Engineering 

 

7 
M 21 NO NO Construction 

Mgmt. 

 

Interview Process: Theory and Application 

 

My initial contact with participants was through email. I introduced myself, described the 

study and the purpose of the study, and attached a copy of the consent form for participant 

review. I asked participants to contact me via telephone, so that I could answer any questions 

they had, and go over the timing and structure of the interviews and the consent form.  The 

second contact I had with each participant was over the phone, I received signed consent forms 

either through email attachments or at the beginning of the first scheduled interview, if the first 

interview took place in-person. I received participant’s permission to record the interviews, so 

that I would be able to listen and take notes as they spoke. Using Seidman’s (2013) approach to 

phenomenological research, I planned on interviewing participants using the in-person three-

interview structure, however, realistically this wasn’t always possible. I had to be flexible in data 

collection with three of the participants, due to family or work commitments. With these 

participants, I restructured the interviews into two parts, ending the first interview within the 

second set of interview questions, and continuing the second interview through to the final set of 
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questions. I wanted to conduct each interview in-person, but this was not always possible, either. 

While I strived to meet participants wherever they were available, at times driving to different 

towns throughout New Hampshire to meet a participant for an interview, there were times that 

participants insisted on a phone or Skype interview. This issue was addressed by Seidman, and 

was something I was apprehensive about before data collection started, as I felt that it was harder 

to build good rapport with a participant over the phone. However, having both email and phone 

contact with participants before beginning of the interview process aided in establishing a 

rapport with participants, even if it was not as effective (in my perception) as the rapport built by 

in-person interviews. In these cases I followed Seidman’s advice to “communicate the 

importance of the interview versus not being able to interview at all (p.113).” 

 The first interview focused on the background of the student. I collected demographic 

information, asked participants about the level of education of their parents and other family 

members, and asked how they first became interested in pursuing a degree in higher education. 

This interview gave context to the participants’ past experiences in education, including whether 

providing an understanding on how the participant became an enrolled student at Daniel Webster 

College.  

The second interview focused on the experiences of participants while attending Daniel 

Webster College. I asked participants to describe their experiences after enrolling in the school, 

perceptions of the circumstances surrounding the closure, and their experiences with faculty, 

staff, and other students at the school. I asked them to give me a timeline of events from their 

perspective, as not all participants stayed until the school closure, or even the “official” 

announcement of the closure. I asked for descriptions of the resources the participant was 
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offered, if any, to continue their education, and how they viewed those resources, and how they 

chose a new institution in which to enroll.  

I began the third interview by again asking the participant to touch upon their perceptions 

of the closure and how they chose to continue their education.  I asked them to describe their 

experience with their current institution, and about decisions they made regarding their major of 

study. Finally, I asked about their overall perceptions of higher education, what they felt they 

learned throughout their experiences in higher education, and if they had any insights or advice 

that they would share in regards to higher education. 

Although I’ve laid out the interview process in terms of the aspects of the three 

interviews, the process was not always so linear, and I identified two main reasons for this 

occurrence. As participants either became more comfortable with me as the researcher, or with 

being interviewed, they discussed their experiences more freely, which brought discussions back 

to questions in previous interviews. Secondly, as participants were reliving different aspects of 

their experiences, they were giving meaning to those experiences, a fundamental theme in 

phenomenological inquiry, according to Seidman (2013). I took field notes during interviews, to 

help me identify statements of interest made by participants, and prior to each interview I would 

review field notes from previous interviews. This technique allowed me to identify any clarifying 

or follow-up questions I missed in previous interviews, and ask participants for further 

descriptions. 

Data Analysis 

Preliminary analysis began during data collection, at which time I noted topics relating to 

current research and possible emerging themes in the data through my use of field notes. 

Heeding Seidman’s (2013) advice, I avoided in-depth analysis during this time, instead using this 
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preliminary analysis as an opportunity to identify both follow-up questions for emerging themes 

and topics to explore for further clarification. After data collection was complete, I used the six 

steps for data analysis identified by Cresswell (2009) to begin an in-depth analysis. I began 

organizing data by transcribing interviews, which allowed me to listen to the participants once 

again, and I continued to record notes during transcription. When transcription was complete, I 

read through the transcriptions, field notes, and documents that I had collected, and marked the 

areas of interest in the data (Seidman, 2013). Themes emerged from these areas of interest, and I 

followed Saldaňa’s (2013) suggestion, first writing analytic memos for each interview, and then 

exploring categories that would be most appropriate for the study. Due to the nature of the study, 

I categorized the data into a priori themes and emerging themes. A priori themes were based on 

existing research, such as demographics, familial resources, and school resources, initial 

perceptions of higher education, and transfer credit and financial aid issues. Emerging themes 

were based on the experiences and perceptions of the students in the areas of unofficial and 

official notification of DWC closure, transition support, student independence, student concerns, 

and influences on school choice. 

Issues of Trustworthiness 

 

In Maxwell’s (2013) discussion of validity, he provides a list of strategies that can be 

employed for ruling out threats to validity and increasing the credibility of data findings.  I used 

many of these strategies through data collection and analysis, in addition to Seidman’s (2013) 

tools for collecting data using phenomenological methods of inquiry. Within Seidman’s 

interviewing framework, I used semi-structured interviews as a means to decrease the threat of 

researcher subjectivity, and to focus on the experiences of the participant. Field notes helped me 
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identify avenues of further inquiry, and I was able to ask clarifying questions and explore areas 

where data from a participant appeared inconsistent. 

In data analysis, I used triangulation between transcripts, field notes, and memos to 

deliberate on the data I collected, to develop themes. I also used documents from the media, 

SNHU, and the Department of Education to provide a context for the timeline and complexity of 

events that occurred surrounding the closure of the college.  

Ethical Considerations 

Researchers have an ethical obligation to protect the privacy of their research participants 

(Cresswell, 2009).  I stated in my IRB, that the risks to the participants of this study were 

minimal, stating that the risk to the participant was in their association with a failed institution of 

higher education. On the consent form I also stated the risk, gave the participants the option to 

remain anonymous, and if they chose to remain anonymous, I would provide a pseudonym for 

them.  I also explained that even if I didn’t use their name, they might be identified by personal 

information that they share in the interviews, so I could not guarantee anonymity. Only one 

participant requested to remain anonymous, however, upon beginning data analysis, I chose to 

provide pseudonyms for all seven participants as a measure of protection. The participants shared 

some very personal stories, and twice participants asked me if I could stop recording as they 

shared personal information to add context to their stories. I stopped recording and did not take 

notes during these interludes, instead taking the view that it was helping the participants make 

meaning of their own stories. 

Limitations and Delimitations 

Researcher subjectivity, stemming from my professional experience with students from 

for-profit institutions, and my knowledge of prior research on the for-profit sector, was a possible 
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limitation that I considered when designing this study. I am aware of my own bias and have 

worked towards an understanding of the purpose and value of for-profit institutions. Schram 

(2006) describes “epoché,” an important concept in phenomenology, as “…the ability to 

suspend, distance ourselves from, or ‘bracket’ our judgments and preconceptions about the 

nature and essence of experiences and events in the everyday world.”  Using the 

phenomenological method of inquiry, and the interviewing tools suggested by Seidman (2013), 

such as using open-ended questions and the “talking less and listening more” approach to 

interviewing participants, helped with the problem of researcher subjectivity. I understood that 

the purpose of the research was to explore the experience, and the perception of that experience, 

of the participant enrolled in the college. I was able to distance myself from my judgments 

because I had no prior knowledge of Daniel Webster College. 

My research involved a diverse group of participants, both traditional and non-traditional 

students, who attended one type of for-profit institution, a four-year, bachelor-degree granting 

institution. Based on the very general nature of research in the area of for-profit education, these 

demographic specifications will not allow for an overall understanding of for-profit education 

student outcomes. Rather, my research findings focused on a niche of the for-profit higher 

education market, bachelor-degree granting institutions that closed for business, and the students 

who were left without a way to finish their degree at the school in which they enrolled. The niche 

becomes even more specialized because of the history of Daniel Webster College, and its 

reputation in the surrounding community, which allowed the school to enroll a much broader 

demographic of students than for-profit schools that don’t have an established name and history. 

Further, students who were enrolled in Daniel Webster College during the closure had a 

significant resource in Southern New Hampshire University’s willingness to conduct a teach-out. 
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The manner in which the teach-out occurred was of great benefit to students, easing the transition 

of students into other colleges or universities, and allowing students who were nearing 

graduation to complete their degree. This teach-out model has not always been available to 

students of other closed for-profit institutions. 

Summary 

In this chapter a detailed description of the research methodology used in this study was 

provided, including a rationale for methods used. Phenomenological interviews were used to 

collect qualitative data on the experiences and perceptions of students enrolled in a for-profit 

institution, Daniel Webster College, that suspended operations after its parent company, ITT 

Educational Services declared bankruptcy. The participants were seven students who were 

enrolled in Daniel Webster programs in the semesters leading up to the official announcement 

that the school was suspending operations. Seidman’s (2013) methods for phenomenological 

interviews were employed, in which multiple interviews with participants were used to collect 

data. Validity measures were utilized within the framework of the interview methodology, such 

as using semi-structured interviews, asking clarifying questions, and avoiding leading questions. 

Validity in data analysis procedures included using triangulation between field notes, memos, 

and interview transcripts. The use of open-ended interview questions, and the utilization of 

Seidman's interviewing techniques allowed for emerging themes in analysis, in addition to 

themes informed by data from existing literature.  

The review of existing literature yielded a framework for the research questions in this 

study, as it identified both gaps in research and specific impacts of the for-profit education model 

on enrolled students. However, building on the existing research, the purpose of this study was to 

conduct an exploratory analysis of the student experience and perceptions of a school closure. 
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This study will contribute to the research on for-profit post-secondary institutions, and on the 

students who enrolled in these institutions.  I hope that the data collected in this study will help 

education policy-makers, on both the institutional and national level, to make informed decisions 

surrounding the impact of school closures on enrolled students.   
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CHAPTER 4 

FINDINGS 

The purpose of this study was to understand the experiences of students enrolled at a for-

profit college in the semesters leading up to the school’s unanticipated closure. An understanding 

of the experiences of students surrounding a school closure serves to provide more data on the 

diverse demographic of students enrolled in for-profit higher education, and inform the decisions 

of policy makers and colleges when considering how best to assist students in continuing their 

education after such a closure. Further, the data collected from this study expands upon the 

current literature surrounding the for-profit sector by identifying a type of for-profit institution 

that has not been thoroughly discussed in current research. In this chapter, key findings obtained 

from in-depth, phenomenological interviews with seven participants, are presented.  To set the 

context for findings, a brief history and profile of student demographics of Daniel Webster 

College is provided, including a timeline of events leading up to the school closure, obtained 

through documents from the Department of Education, SNHU, and various public media 

sources. It was also necessary to provide demographic profiles on participants, to set context for 

the findings and discussion surrounding the findings, as the demographic profiles of participants 

expand upon the findings of current research.   

The phenomenological method and my research questions worked well in data collection, 

drawing out the experiences and perceptions of participants, but I was surprised by the stories I 

was hearing from participants. During analysis I coded data into two broad categories: a priori 

themes based on the findings of existing research, and emerging themes which consistently arose 

throughout interviews across participant data. A priori themes included data on financial aid, 
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academic credit transferability, and continuing education. While the a priori themes were based 

on existing research, the data in this study contradicted findings presented in the current research. 

Upon further investigation into the institution and circumstances surrounding the closure I began 

to understand these contradictions.  

Coding the raw data and identifying emerging themes was also difficult due to how the 

data collected seemed to vary from the data from existing research. To facilitate the coding 

process I had to continual focus on the words of the participants and what they had given 

importance to when describing their experiences. Emerging themes arose from participant 

experiences of the school closure, perceptions of the teach-out, and how students perceived 

higher education after their experiences of the closure. The most compelling findings from the 

emerging themes were views and insights on higher education expressed by participants. 

Throughout this chapter I will be providing excerpts from interviews in order to provide a 

greater insight to the experiences of participants, in their own words. Five major findings 

emerged from the data: 

1. All participants experienced indications of the DWC closure before any official 

announcement was made, including discussion within peer groups, interactions with 

faculty, students noticeably transferring out of DWC, and media articles. Participant 

perceptions of diminishing school staff and resources were also identified as 

indications of the school closure. Five of the seven participants first learned of ITT’s 

ownership of DWC during this time. Three participants reported that they received 

official notification of the school closure through email, three participants received 

notification by mail, and one participant reported that an administrator announced the 

closure during a class. 

 

2. The majority of participants (six) reported having positive experiences with SNHU’s 

handling of the teach-out, and transition support. Participants reported that SNHU 

informed students about the circumstances that occurred with DWC, and offered 

support and provided options for students to continue their education.  

 

3. Five participants received financial aid assistance while attending DWC, two of 

which experienced issues with financial aid that were disruptive to their education, 

however none of the students experienced issues with financial aid which were 



 

50 

 

detrimental to their financial well-being. All of the participants reported that they did 

not experienced issues with transferring credit from DWC to another college or 

university. 

 

4. Participants identified a variety of factors that influenced the choices they made to 

continue their education after their experiences with DWC. Three participants 

reported that they chose an institution that they felt would not close while they were 

completing their program, two participants reported that they chose an institution 

based on a new major, two participants reported that they chose an institution where 

they could complete their current major. Two participants reported taking prerequisite 

classes at a community college before transferring into their current university, and 

three more students identified community colleges as viable options for both major 

exploration and general education courses.   

 

5. All participants reported a positive view of higher education after their experiences 

with the DWC closure, with two participants claiming that the experience increased 

their appreciation of education. The majority of participants expressed the necessity 

of obtaining a degree in order to accomplish professional and personal goals. 

 
History of Daniel Webster College 

An overview of the complex history of Daniel Webster College is necessary in order to 

provide context for research findings and subsequent analysis of those findings.  Daniel Webster 

College, originally known as New England Aeronautical Institute, was founded in 1965 as a non-

profit, private educational institution in Nashua, New Hampshire. The purpose of the college was 

to provide educational programming in the subjects of aerospace and aeronautics. NEIA started 

an affiliate school, Daniel Webster Junior College in 1967, in order to offer general education 

courses within their programs. In 1978, NEIA and DWJC merged and became Daniel Webster 

College, also gaining regional accreditation through the New England Association of Colleges 

and Universities (NEASC). Throughout the 1970’s and 1980’s, Daniel Webster College began 

offering both associate’s and bachelor’s degree programs, and made major expansions to their 

campus in Nashua. Daniel Webster College was ABET (Accreditation Board of Engineering and 

Technology) accredited, one of only four schools in New England to have ABET accreditation in 
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Aerospace Engineering, and was one of nine schools in the country selected by the Federal 

Aviation Administration (FAA) to train Air Traffic Controllers (Shalhoup, 2010). One 

participant I spoke with described the reach of DWC’s flight program: 

So, my parents went to Alaska and when they went to Alaska they went on a small, little 

flight, alright, ah, oh gosh, what are those things called? A pontoon boat…or an amphib 

aircraft... So, they took a like a 2-hour flight, 3-hour flight through the mountains up in 

Alaska. Well, my mothers… talking to the pilot. 

She's like, ‘oh where'd you learn to fly?’ 

And she's like, ‘Oh I went to this little school,’ 

And she's, like, “where was it?’  

She said it was, ‘in a town that you probably never heard of.’ 

So, my mother kept on pressing, like, ‘where?’ 

‘Oh it was in Nashua,’ 

‘Nashua what?’ 

‘Nashua, New Hampshire.’ 

‘Really? What was the name of the program?’ 

‘Oh, it was part of a smaller school there.’ 

My mother goes, ‘Really, what school?’ 

Lady finally gives up what, ‘Oh, it was Daniel Webster College.’ 

My mother and my father were in Alaska being flown around by a student that graduated 

from Daniel Webster College, the school that I was a currently attending. My mother and 

my father were just flabbergasted at that, you know. So, her husband also graduated the 

flight program from Daniel Webster College. So that is just that should speak words 
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about the program- ‘cause, it's not just graduates…don't just stay around in the local area- 

they leave the area and they go all over the place. 

This participant provided another example of the reach of DWC alumni: 

I've got a friend of mine that graduated back in 2008… And in high school, I was friends 

with him and I kind of messed with him a little bit…it was his first day at school and it 

was a smaller high school not really a super large high school and… you know, I started 

befriending him saying ‘hey where you from, what are you doing, why are you here,’ you 

know, those type of questions. Found out that he was from Canada that he was moving to 

the United States. His mother was US citizen and his father was a Canadian citizen, but 

he was working for Irving Oil company and they were expanding in this area…and at any 

rate, what it comes down to is that he (the high school friend) also graduated Daniel 

Webster college. He graduated from the Aeronautical Engineering program…and is 

currently, right now, flying F22s for the United States Air Force. 

Despite the growth of the college, and the successes of its alumni, Daniel Webster 

College had financial struggles, and was threatened with losing its accreditation from NEASC, 

and therefore its ability to provide Title IV funding to students through the U.S. Department of 

Education. According to Lamontagne & Williams (2009) DWC entered into an agreement with 

ITT Educational Services in 2009, in which ITT would acquire Daniel Webster College, saving 

the college from losing accreditation and access to federal financial aid, and allowing DWC to 

continue offering educational programs in southern New Hampshire. Within a year of acquiring 

DWC, ITT decided to close the flight school, drawing criticism from the community and the 

Aircraft Owners and Pilots Association (AOPA), one of the largest not-for-profit aviation 

associations in the world. An article on the AOPA website speculated that ITT had acquired 
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DWC because of the school’s accreditations and had no intention of keeping the flight program 

(Twombly, 2010). 

One research participant recalled this event: 

Yes, it was 2009, I remember that transition. Let’s just say it wasn’t the foremost thing in 

my mind, but I knew that they (DWC) had been acquired, and that they (ITT) were shutting 

down the flight school. That was a big thing.  

Another participant mentioned that they knew DWC had a flight school, and hadn’t 

realized that it was shut down until after enrolling: 

I mean, the first time I went there (DWC), like to go check it out, I knew it was an 

aviation school, I mean there is an air field right next to it and I was surprised to find out that I 

don’t think they do the piloting license over there anymore or they didn’t at the time. They got 

rid of it I guess it was too expensive or something. 

With the release of the Harkin Report (2012) the for-profit education sector, including 

ITT Educational Services, started receiving closer scrutiny by the federal government. DWC was 

addressed briefly in the Harkin Report, described as a “brand” of ITT: 

With the release of the Harkin Report (2012) the for-profit education sector, including 

ITT Educational Services, started receiving closer scrutiny by the federal government. DWC was 

addressed briefly in the Harkin Report, described as a “brand” of ITT: 

ITT operates two brands, ITT Technical Institute (“ITT Tech”), which accounts for 99 

percent of the company’s students, and Daniel Webster College, New Hampshire based 

with approximately 600 students. ITT Tech campuses are Independent Colleges and 

Schools (ACICS). Daniel Webster College is regionally accredited by the New England 

Association of Schools and Colleges, Inc. (NEASC). 

 

Additionally, a brief description of DWC that was included within the report (p.  

560): 
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Daniel Webster College was acquired by ITT in 2009 for $20.6 million. According to the 

news reports, the primary rationale for the purchase was because ITT wanted to acquire 

a regionally accredited college. 

Following the acquisition, ITT fired one fourth of the staff, including the school 

president. Interviewed in early 2012, the former president stated, ‘ITT didn’t have much 

interest in anything other than having acquired a regionally accredited institution’ and 

that ‘if (he) had to do it all over again, (he) wouldn’t have gone anywhere near ITT. The 

fundamental nature of the college has changed.’ He went on, ‘ITT came in and said, ‘we 

only want faculty to teach, we’ll develop curricula in Carmel, Indiana and give them to 

you.’ 

Asked about Daniel Webster’s growth potential, Michael Clifford (an investor involved in 

the formation of both Grand Canyon Education and Bridgepoint Education) noted that he 

believed that Daniel Webster College, ‘could parallel Grand Canyon or Bridgepoint’s 

growth curve.’ While ITT initially had difficulty obtaining approval from the regional 

accreditor, after 2 years the company has finally obtained approval to begin to offer 

online programs (specifically business administration at the Associate, Bachelor’s, and 

Master’s level). 

 

In 2015, ITT Educational Services was sanctioned by the Department of Education, and 

notified that failure to comply with DOE requirements would make ITT ineligible to participate 

in Title IV programming (Appendix D).  This ineligibility would prevent students from using 

Pell grants or government-backed student loans to pay tuition for educational programs at ITT 

schools. In late 2016, the DOE prohibited ITT Technical Services from enrolling any new 

students who were eligible for Title IV funds, and in September of 2016 ITT closed down all 130 

of its campuses (Smith, 2016). Speculation regarding the closing of DWC began with the 

sanctions against ITT, and warnings from NEASC and ABET regarding accreditation of the 

school. A joint press release (Figure 12) found on the NEASC website explained the precarious 

position of DWC 

(https://cihe.neasc.org/sites/cihe.neasc.org/files/downloads/Public_Statement/DanielWebsterColl

egeStatement_9-2-2016.pdf). 

 

 

 

https://cihe.neasc.org/sites/cihe.neasc.org/files/downloads/Public_Statement/DanielWebsterCollegeStatement_9-2-2016.pdf
https://cihe.neasc.org/sites/cihe.neasc.org/files/downloads/Public_Statement/DanielWebsterCollegeStatement_9-2-2016.pdf
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FIGURE 12. NEASC and DWC Joint Press Release 

 
 

A teach-out was arranged between ITT and Southern New Hampshire University, 

approved by the New Hampshire Department of Education (see Appendix E), and DWC students 

were able to finish the 2016-2017 school year through SNHU. News of the teach-out was 
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announced on the NEASC website (https://cihe.neasc.org/snhu-lead-teach-out-daniel-webster-

college) (Figure 13). 

FIGURE 13. NEASC Announcement 
 

 

 

During a teach-out, an institution with similar accreditation provides educational services 

to students enrolled in a failed institution, allowing students to finish their current semester. 

Information from the NEASC website 

(https://cihe.neasc.org/sites/cihe.neasc.org/files/downloads/Public_Statement/DWC-FAQ.pdf) 

regarding the teach-out of DWC by SNHU is provided in Appendix F. 

Daniel Webster Demographics 

Data from a report (see Appendix G) of the NCES’ Integrated Postsecondary Education 

Data System (IPEDS), shows that 678 undergraduates were enrolled in DWC during the 2016-

2017 academic year. Figure 14 provides an overview of student demographics before the school 

closure. 80% of undergraduates were males, 20% were female. Approximately 86% of students 

were under the age of 24, 13% were age 25 or older. The majority of students (62%) identified as 

white, 10% identified as Black, 7% identified as Hispanic, 4% identified as Asian. 12% did not 

https://cihe.neasc.org/snhu-lead-teach-out-daniel-webster-college
https://cihe.neasc.org/snhu-lead-teach-out-daniel-webster-college
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identify, and 5% identified with two or more races. 70% of DWC students received financial aid, 

while 30% did not. Data identifying the number of first-generation college students enrolled at 

DWC were not available in these reports. 

FIGURE 14. DWC Student Demographics 

	 	

	 	
SOURCE:	U.S.	Department	of	Education,	National	Center	for	Educational	Statistics,	Integrated	Postsecondary	
Education	Data	System	(IPEDS):	Winter	2015-16	Financial	Aid	Component.	
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DWC	Student	Financial	Aid	

Yes	
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Participant Demographics and Background 

Seven participants were interviewed for this study (Figure 15), three were female, and 

four were male. Four of the participants were traditional college-age students (≤24), three 

participants were older than the traditional age range (≥25). Age ranges for students were based 

on the age (24) that students are considered dependents by the Department of Education, and still 

require parental tax information to apply for financial aid.  



 

58 

 

Four participants reported being first-generation college students, while three reported at 

least one parent as having obtained at least a bachelor’s degree from an accredited U.S. 

institution of higher education. Five participants identified as white, one identified as white with 

Hispanic descent, and one did not identify with a particular racial identity. Five participants 

reported participation in Title IV financial aid programs, while two stated that they did not 

receive financial aid to fund their college program. 

Figure 15. Participant Demographics 
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A key aspect of phenomenological interviewing is to collect in-depth background 

information on participants in order to gain an understanding of the basis for their perceptions 

and understanding of the focus phenomena (Seidman, 2013). It is important to understand more 

about the backgrounds of participants and gain a clearer picture of who the students enrolled in 

DWC were, particularly because of the unique history of the school. Data on the demographics 

of students who enroll in for-profit institutions show that students typically are from 

disadvantaged backgrounds, either in terms of financial resources or social capital, or are non-

traditional in terms of age and family status (U.S. Senate, 2010; Deming et al., 2013; Arbeit et 

al., 2017). Table 2 expands upon participant demographic information, including background 

information on each participant, including reported reason for DWC enrollment, and participant 

knowledge of ITT’s ownership of DWC prior to enrollment in the college.  
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Table 2. Participant Information 
Participant Gender Age Parent 

College 
Paying for 
College 

Previous 
College 
Experience 

Why 
DWC 

ITT 
Ownership 
Knowledge 

Vincent M 32 No GI Bill, FAFSA Yes ABET 
accredited 

No 

Ally F 20 No Grandmother* No Sports, 
major, size, 
distance 

No 

Hannah 
 

F 22 No FAFSA Yes Distance No 

Monica F 57 Yes* FAFSA Yes Aviation 
Community 

Yes 

Patrick M 37 Yes* FAFSA Yes Accredited, 
distance, 
major 

No 

Tim M 21 Yes FAFSA No Size, 
distance 

No 

Zane M 21 No Parents No Sports, 
major 

No 

*Additional information provided in following text 

 

In-depth background information, beyond basic demographics, was collected throughout 

the interview process and provided context for research findings and discussion. I was not 

concerned with the individual majors of participants as criteria for this study as my focus was on 

participant experience, but it is interesting to note that all participants were enrolled in CTE 

majors while at DWC. While not surprising, as all but one program offered by DWC was 

considered CTE, it does support prior research stating that over 90% of students enrolled in for-

profit institutions are in CTE programs of study (Arbeit et al., 2017). Only one participant (Ally) 

changed to a non-CTE program of study after transferring institutions after the closure of DWC. 

Hannah was a participant who was both first-generation college and qualified for 

financial aid due to income. Even though neither of her parents attended college, she had a desire 

from a young age to go to college: 

I knew both of my parents didn’t go to college, and so I just kind of bounced around a lot, 

so I was kind of lost, always watching movies and stuff, I always wanted to go to college. 
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I liked school to begin with, as a kid, and I read a lot. Movies were very influential, the 

first movie that was really influential was “Legally Blonde.” *laughs* I wanted to go to 

Harvard for the longest time. I watched it the other day. That was my initial inspiration 

for an Ivy League higher education. I did a little research on how to go to Harvard and I 

knew I had to get good grades. So I got good grades. Then I hit middle school and high 

school, my parents didn’t make a lot of money, and some other hardships came up. Then 

I just kind of lost that dream for a while. 

Ally was also a first-generation student, and would have qualified for financial aid based 

on parent income, however, her grandfather passed away shortly before she started college, and 

left money designated for her college education. She reported that, even though her parents never 

went to college, she was encouraged to do so: 

I always knew I was going to go to college, because that was what I was told I was going 

to do. You can’t just graduate high school and go into the workforce, that’s just not how 

it is anymore. You can’t just do that and survive financially. So I always knew I was 

going to. I started looking at colleges my junior year in high school, and I officially 

decided my senior year and knew I was going to go. I knew kind of from society. That’s 

how it is supposed to go. And my parents always encouraged me to go, to better myself 

and further my education. I guess you could say it was a multitude of factors: my parents, 

other family members, friends going to college and talking about college, and society as a 

whole nowadays. 

Zane was a first-generation college student who did not qualify for financial aid, as his 

father started a successful construction business and was able to finance his son’s education. His 
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father wants Zane to take over the family business when he retires, which is the primary reason 

that Zane is going to college: 

I want to take over my dad’s company when he retires. He learned everything as he went, 

without a degree, and he would rather have me learn the business side, so I have some 

kind of idea, so I don’t end up making the same mistakes that he did. 

Both Monica and Patrick indicated that one or more parents had a college degree when I 

interviewed them initially, however, in later interviews they shared more family history. 

Patrick’s father completed a degree in the U.S. before Patrick was born, and then returned to his 

native country. Patrick, estranged from his father, moved to the U.S. with his mother as a 

teenager, and received no help or guidance from his father concerning higher education.  Patrick 

stated that it was an expectation of his family that he would attend college, but there was also a 

social influence: 

Um, the overall expectations of my family were that I would go to college. As far as my 

culture is concerned, I’m not 100% sure. The economy was very bad growing up, and it 

was very hard to get jobs, even with education. I remember something I did a long time 

ago, about 15 years ago, I was still here (U.S.) but I went online on these websites and 

they were mostly Iranian girls, I’m laughing because these girls all wanted a man with a 

master’s or Ph.D., and it was really important to them. I just realized it was because of 

the economy over there (Iran), the economy was so bad that you needed a masters or 

Ph.D. to get a job, and sometimes even that was extremely hard. In my family you were 

expected to go to school. It was understood. 
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Monica’s father completed medical school, and was also not a useful resource for Monica 

regarding guidance in higher education. Monica initially started college at a public university 

immediately after graduating high school, and dropped out during her second year:  

I actually started college right out of high school, but had no idea what I wanted to do and 

changed my major every semester and ended up dropping out after a year and a half.  It 

was the kind of thing that was not tolerated.  My dad would say ‘just take anything it 

doesn’t matter,’ and I told him it did matter because I didn’t want to do something I 

didn’t want to.  They were not happy at all, there was always that pressure that you’re not 

doing anything with your life. They basically said you put your nose to the grindstone 

and finish what you started. 

Finally, considering DWC’s history, it is important to note that only one of the 

participants was aware that ITT Educational Services owned DWC prior to enrollment at the 

school. She stated that the ownership did not concern her only because of the reputation of DWC 

within the aviation community, as her desire was to work professionally in that community. 

Eighty-six percent of participants were unaware of ITT’s ownership of DWC. The majority of 

participants chose to enroll in DWC due to its distance from home, the small campus, and small 

class sizes. One participant identified the ABET accreditation as key to his enrollment in the 

college, while another participant reported that regional accreditation was a factor in his 

enrollment in DWC. 

Experiencing the Closure 

All participants experienced indications that DWC was closing before any official 

announcement was made, including discussion within peer groups, interactions with faculty, 

students noticeably transferring out of DWC, and media articles. Some indications were not 
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perceived to be tied to the school closure until after the official announcement, such as 

diminishing resources and staffing at the school. Most participants were not aware that ITT 

Educational Services owned DWC when they enrolled at the school, but became aware through 

discussions with faculty and other students as the situation at DWC intensified. 

“There’s no way a college can close…” 

 

Seventy-one percent of participants reported that they had heard rumors from other 

students at DWC regarding a possible school closure, beginning as early as 2015. Ally, who 

played on the women’s field hockey team, spoke about the first time she heard about the possible 

closing: 

I first started hearing rumors because I played field hockey, so we had practice days 

before school started, early in September when the season kicked off. I had a girl on my 

team who… knew about the school stuff, so she started spreading the rumor that they’re 

going shut the school down and she was trying to get an interview with the president of 

the school, but he’s not answering anyone’s call or getting back to anyone. I instantly 

thought in my head ‘there’s no way a college can close, you’re crazy, relax.’ And she was 

going crazy about it, and I didn’t think anything of it because I hadn’t heard anything 

from anyone else, no emails were sent out, no phone calls, nothing. The faculty wasn’t 

talking about it, either, they didn’t say at the beginning of class, ‘Hey, just to let everyone 

know…’ They didn’t do that, they didn’t know, but somehow she knew. Um, well, after 

that, when she told me about that, she kind of told the whole team, we had a group 

conversation about it. I got it in the back of my mind, and as the weeks went on I started 

to hear more and more about it from different people. It started to become, it was like a 

high school, like gossip around high school. 
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Zane also reported first hearing rumors of the school closure from hockey teammates: 

First it was coming from people, and then the captain of the team was filling us in. The 

coach hadn’t said anything at all. It took a little bit before we had a meeting in the 

auditorium about it, which wasn’t that informative. Everyone was like, ‘we really don’t 

know.’ It’s like you were married and your spouse was like, I really don’t know, I guess 

we can get a divorce. You kind of want to know what’s happening here, because we’re 

talking about my future. 

Hannah, who was not associated with a DWC sports team, and transferred out of the school prior 

to an official school closure announcement due to issues with the financial aid office, reported 

hearing rumors from other students regarding the closing: 

They just said the school was having trouble, hence the financial aid ‘disaster’ I dealt 

with. A lot of people had issues with financial aid, too. It was mostly just speculation 

among teenagers. 

“Congratulations, your position has been terminated with ITT.” 

 

Months before official notification of the closure was announced, Vincent describes an 

incident that took place during a class, which added to the confusion of what was occurring with 

DWC: 

So, this is how it happened, and I think I told you this. So, one day… I think it was like 

September 16th, everybody got an email notification from ITT, ‘congratulations your 

position has been terminated with ITT.’ So, there was like 3 days where everyone was 

like, what the hell is going on? Like, the school is still open everything is still going, 

and… the president of the school at the time had to send out another email to clarify what 

exactly was going on. And, it was, from an outsider looking in at this, it was funny. If I 
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were an employee or a faculty member it would have not been funny. It would have been 

really bad because it looks bad upon your organization to send everybody the same email; 

congratulations your position has been terminated with ITT. And then have another email 

sent out by the president within like 20 minutes saying, ‘hey, just ignore this email- this is 

not a termination of your employment with ITT, we are still in negotiations with SNHU. 

Southern New Hampshire will be taking over, your benefits will…carry over,’ and there 

was a whole boatload of stuff that was associated with that. I really wanted to get a 

printout of that email though. I was standing right there, I was standing right there beside 

my one of my professor when he goes, ‘huh that's interesting, I got an email from ITT, it 

seems like my position has been terminated’ >laughing<’. So, come to find out after 

talking to a couple other professors, ‘oh yeah, I got that email too, yeah. I got the email 

after from the president saying to ignore it’, so yeah. 

Through media sources, Monica had been keeping herself abreast of ITT Educational Services’ 

financial issues and the sanctions placed on the company by the DOE, and shared information in 

her classes. She also had discussions about the issues with faculty: 

A lot of the information I got about that was on my own, you know, and I’d share it with 

my classes, and let people know where to find the information. They (the faculty) were 

very uncomfortable with their employment situation. Very uncomfortable. They didn’t 

know if they were going to be kept on (employed) or what. 

Patrick recalled that he learned of ITT’s ownership of the school from a faculty member during 

his DWC orientation. While the faculty member didn’t speak of the school closing directly, 

Patrick tied the conversation, and later interactions with other faculty, to the closing: 

 



 

67 

 

When I learned that ITT bought that school, at orientation, one of the faculty I talked to 

told me it wasn’t the greatest school, and that they wasted a lot of money, and that I 

shouldn’t go there. And it wasn’t just him, there were other faculty that weren’t happy 

about the way things were being run, but I don’t know much about that. But that was at 

orientation. I didn’t care if it was a top school or not, I wasn’t concerned about that, I just 

wanted to go somewhere and get my degree. I knew about ITT Tech because I heard their 

ads on TV all the time, but I didn’t know (they owned DWC). At first I was complaining 

about how things were run, and I’m not surprised that ITT ran them. 

Patrick was the second participant to leave DWC before any official word of the school closure 

was announced. His perception of dwindling resources at DWC was confirmed during a meeting 

with an administrator: 

I worked full-time and couldn’t get in to labs when I needed them, I couldn’t get a hold 

of faculty. I was really annoyed. I went to talk to the vice-president about this, and 

afterwards the faculty helped me more. The vice-president even told me that they didn’t 

have many resources, and so did the faculty.  

The perceived lack of resources was also reported by Tim, who reported that his mother became 

increasingly frustrated by a lack of response to phone calls from the financial aid department. 

Tim found out about ITT’s ownership of DWC shortly after the semester started and rumors of 

the closure began circulating. When asked if he had heard about ITT as an educational 

organization prior to learning about their ownership of DWC, he stated: 

Oh yeah, commercials…<ugh> all the cringe worthy commercials. 

Further, Tim perceived a lack of community support for the school due to ITT’s ownership 

contributed to the lack of resources for students: 
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They (DWC) wanted to… get funding for a bus but they got turned down because 

everyones like ‘you’re a for profit school, you can buy your own bus, we don’t need to 

produce the money for you, you’re a for profit school you pay for it yourself’…They got 

almost no support for it which was, yeah, makes sense, but still you know not every 

school does amazing with profit and stuff so--It’s for the kids, I mean… 

In addition to the perception of diminishing resources, participants reported additional 

perceptions of low morale among faculty. Ally explained: 

I feel like a lot of the professors didn’t really care as much because they were stressed. At 

least that was my perception of it. In one of my classes we watched YouTube videos, and 

that was it. That’s all we did. That (closure rumors) did come up a lot because students 

were asking what was going on. Professors were telling us that they had no idea what was 

going on. Nobody knew. It was stressful for us, and them, obviously. Nobody knew what 

to think, or what was right. 

Vincent summed up the period before the official announcement of the closure: 

 

There was a whole bunch of miscommunication and I think really that's what made the 

whole situation even worse because students were being told by certain professors, not 

every faculty member was doing that, but certain professors, that the school was shutting 

down and that there was no more operating budget and that there was no more money and 

nobody was going to get paid. And, yeah, there was a lot of miscommunication between 

the faculty and the students, and that’s just the faculty…and not including the 

administration because the administration was just so overwhelmed with all the stuff that 

was occurring, that they couldn't get out the information as quickly as they were getting 

it. 
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“Oh my God, what is going to happen with us?” 

 

The majority of participants expressed frustration regarding the rumors and uncertainty 

surrounding the closure of DWC, and many of the participants reported that students started 

leaving the college. Ally described what she experienced and how she started feeling: 

Students got right up and left. Every week there was someone gone. A lot of the students 

left early rather than later. We had a full group of students in one class, word got out, and 

soon as they heard it they left because they didn’t want their education tampered with. 

Students were leaving periodically through the first semester, and the second semester, as 

well. But usually if they stayed until the second semester, they were going to finish up the 

year…I feel like it made me look at, envy, other colleges I guess you could say. At the 

time I felt like I wasn’t going to a good school. Like, it was non-existent. I envied UNH, 

SNHU, the bigger schools, because I felt like I wasn’t getting a good education at the 

time. It was very frustrating, we were paying a lot of money to go to school, we were still 

paying full tuition, it wasn’t a discounted fee. So it was very frustrating feeling like your 

education is less valued than another’s because they went to a bigger school, and one 

that’s fully funded, it’s very frustrating. It was very frustrating. 

Zane reported the following: 

 

A lot of people left before that (Thanksgiving), when we were finding out about it. It was 

kind of like fight or flight. They choose to leave instead of waiting to see what would 

happen. Some people were able to get into other schools and, I mean, let’s put it this way, 

there were enough girls to have a girl’s hockey team, and that many girls left so that was 

no longer an option. And I think there was another sports team. 
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The five participants who stayed at DWC through the closure reported that they stayed 

because they didn’t know what else to do, or because they didn’t feel that they had a better 

option in that moment. Vincent explained his thoughts: 

So, it's one of those things… like, ‘oh my God what is going to happen with us? What is 

going to happen with us? What is going to happen with us?’ And…I was more worried 

about what was going to happen, with, not just Daniel Webster college, but the ABET 

accreditation that the school currently has, or had at that time. So, that was more 

important to me than what would happen to the school. Why? Because, as I, I've had, up 

‘til that point, I had an internship with the company that I'm currently at, which is a 

shipyard locally, okay. The company, because it's a federal agency, requires that you 

graduate from an ABET accredited school. Now, I was extremely worried about…the 

ABET accreditation because if I lost that, I would essentially…the past two summers I 

spent at this particular shipyard working for them, would have just been in vain. Like, it 

was just a wash, like I did nothing for them…I couldn't get a job with them without 

having that ABET accreditation, so it was a big risk that I took, to continue school 

because at that point, I could have moved schools, but I was looking at my transcript and 

UMass Lowell was not taking all of my credits so it would have taken me another year to 

graduate ‘cause, I looked at what they required, and what I had and went to the list of 

stuff and…I knew that they wouldn't…I knew for a fact that it would take me another 

year because if you're a transfer student you can't get a degree from that school without 

being there for a minimum of one year, which means that it would have taken me at least, 

if I had left that day that I found out the Daniel Webster College was no more, if I had 

left that day, I couldn't start the new semester over there at UMass Lowell, I'd have to 
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wait until the fall semester, start there with my classes…and then I'd have go through that 

year. And essentially, I'd be working through the summer which potentially, I might not 

be able to retain my…internship with that particular shipyard so I'd have to reapply for 

another position at the shipyard- if I was even taken for that position and there were a 

whole bunch of ifs, where I had…a nice solid road on my way. I had a solid road, as to 

how I would go throughout the next six to eight months…and when everything happened 

with ITT, it was like going from a solid, like paved road, all right, to like a dirt road, to 

maybe like water running over the road, just to eroding it away, you just don't know what 

is underneath the water- you don't know what's just below the surface, so as I'm going 

down this road it's like, do I turn around and go back and do the safe thing or do I 

continue onward and forward and try, you know, to trudge through this. 

“I heard about the closing through an email.” 

 

Participants reported receiving official notification of the closure of DWC in one of three 

ways, including letters in the mail from Daniel Webster College, emails from ITT Educational 

Services, and an announcement from school administration during class. Participants were 

uncertain of the dates that they received notification, but the general time frame of notifications 

was between November of 2016 and January of 2017. Students were notified of the closure of 

DWC and the teach-out with SNHU, simultaneously.  

Ally reported receiving a letter in January regarding the closure, and was not surprised by 

the notification: 

I knew for months that it was going to come to an end. There was just too much evidence. 

Officially, January, I got a letter in the mail that basically said it, it had the Daniel 

Webster stamp on it. It basically said that Daniel Webster was going to be closing at the 
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end of the semester, SNHU was holding a teach-out so students could continue, all of the 

fees were going to be waived to transfer to SNHU, and SNHU counselors were going to 

come in and help students register, kind of like, make it easier to transition to SNHU. 

Monica, who had been closely following media reports on ITT Educational Services and DWC, 

stated that a college administrator came into one of her classes and made the announcement: 

You know…I don’t remember the exact day. The dean of students came in to class and 

talked to us, told us, but I think I remember reading about something before that. I had 

these alerts on my computer at work where, if something came up about the school or the 

airport, I would get an email and it would tell me... As far as I remember the dean came 

and talked to us, but I had inkling before that.  

Tim reported that he was in a class when he learned of the school closing, and described his 

perception of the reactions of some of his classmates: 

I heard about the closing through an email. I was in class, and all of a sudden there was 

commotion in the class, almost immediately once the email went out. So, once they 

brought it to my attention, everyone read the full email, it said SNHU was going to do a 

teach-out and that DWC would be closing after a year, two semesters. It was a pretty big 

shock; it was in the middle of class. Someone had just happen to check their email and 

soon everyone was reading their email and it was pretty nutty…When the email went out 

about Daniel Webster closing there were a lot of students that got to the school that were 

freshman, it was their first semester, they got this email and they just, it was bad. They 

lost all hope in DWC…and halfway through the semester in my economics class, there 

were like 10 or 12 people that were just gone, like half the class basically left and weren’t 

seen again…I sat next to one of them and she was like, ‘Yeah, this is stupid, I chose this 
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stupid school. Why did I choose this stupid school?’ And it was just demoralizing to all 

the freshmen that went there. They felt like they just wasted their time. Obviously I didn’t 

know the dirty little secret of Daniel Webster (ITT’s ownership of the school) so I don’t 

know if they knew it was going to happen, but from what I know it could have been just 

completely unexpected, like ITT Tech got screwed with some insane lawsuit and then, 

instead of dealing with it, they were like, ‘No, we’re done’ and then peaced out and 

screwed everyone over, not just Daniel Webster. 

Before an official announcement of the closure of DWC, participants described many 

indications from a variety of sources that something was wrong, and expressed feelings of 

uncertainty and fear regarding their academic future during that time. Participants perceived 

issues with resources, and low-morale among faculty, and saw their classmates leaving DWC 

mid-semester. Participants reported increasing frustration in regards to the lack of transparency 

from their educational institution. Participants also reported experiencing the official notification 

of the closure in a variety of ways, some learning through email, others through mail, and others 

through an announcement in class. Participants reported receiving notification of the teach-out 

with SNHU at the time they received official notification of the DWC closure. 

Perceptions of the Teach-out 

In a press release dated September 13, 2016 SNHU announced that it would lead a teach-

out of DWC programs, and described what the teach-out would mean for students (Figure 16).  

This press release predated reports from participants of official notice of the closure, but 

participants reported that Southern New Hampshire University quickly became a presence on 

campus immediately after the announcement. Participants who remained throughout the teach-
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out, and the majority of participants who transferred shortly after SNHU commenced with the 

teach-out had positive things to say regarding the transition. 

Figure 16. SNHU Press Release 
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“I wish I could shake all of their hands.” 

 

Participants reported that SNHU offered multiple informational sessions with the student 

body, to explain what was happening with DWC and the teach-out. Monica also stated that 

individual student meetings were arranged to address student concerns: 

Yeah, there weren’t issues because they (SNHU) were on top of it. They set us all up 

with meetings, it was incredible. They cleared out this big room, there were tables 

everywhere, and there were all these people there just to sit down with you, go over your 

transcripts, make sure everything was in order and that you were going to be able to 

graduate on time or do whatever you were going to be able to do. It was amazing, and 

they were really fast and efficient. It was like a war room, they had pizzas for the 

workers…it was just amazing. I was really impressed. Um, they explained that the parent 

company shut down and filed for bankruptcy, which is what happened, after the 

government came in and revoked its accreditation. Yeah. So they explained that part and 

what was going on, and how that side of things was in limbo, but they were coming in 

and doing everything…It wasn’t that bad, I mean, because SNHU knew what they’re 

doing, they had people burning the midnight oil, I’ll tell you. I wish I could shake every 

one of their hands. Maybe I will someday. 

Ally perceived that SNHU counselors were helpful throughout the transition, even if students 

indicated that they would not be continuing their education with SNHU: 

I think they figured everyone was going to go to SNHU. That was the thing that was bad 

about the whole situation. Obviously they couldn’t bring in counselors from every single 

college, that would be ridiculous. They were helpful with any college you wanted to 
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transfer to, they just assumed you were going to go to SNHU, and if you said you weren’t 

they were like, ‘oh, ok.’ 

Vincent reported his experience with the teach-out: 

 

Well, it was kind of unusual. They, they didn't really take over classes, but kind of really 

took over classes. It's something that's very rare in the teaching community and what the 

upper education community calls a teach-out and this kind of taught me a lot about what 

a teach-out is and there have been a few teach-outs here in the state of New Hampshire. 

So, one of the teach-outs happened to be with, oh gosh, I want to say Hesser College or 

some other college. There was a liberal arts college, there was a liberal arts college that, 

that happened to and a few other different schools but in Department of Education 

timeline I believe there's only ever been six teach-outs. And the teach-out is basically 

when another school that has the same accreditation comes in and conducts, or teaches 

out, the remaining class. So, whatever, whoever is left in that class, and this past year, 

alright, I was a senior…So, I still graduated with a Daniel Webster college degree even 

though Southern New Hampshire University was conducting the teach-out. So, it was a 

little weird in that sense. So, Southern New Hampshire University essentially stepped in 

and became the financers of my education.  

When SNHU began the teach-out on the DWC campus, one aspect that caused confusion for 

participants was whether they were SNHU or DWC students. Ally explained her confusion: 

People called it Daniel Webster, people called it SNHU. I believe it was still Daniel 

Webster. I got my dean’s list letter in May (2017), and it said Daniel Webster. But I got 

my dean’s list letter in January, for fall 2016 semester, and the stamp was SNHU. So, I’m 

fuzzy on that as well because nobody said ‘yeah, we’re SNHU now.’ It was really weird; 
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no one knew what to call it. I kept calling it Daniel Webster because I didn’t go to 

SNHU. To me it was still Daniel Webster, but SNHU was just above it all. I believe the 

people that graduated, graduated with Daniel Webster degrees, but they were the last 

people that will ever graduate with Daniel Webster degrees. 

Another benefit of the teach-out was that SNHU was able to provide transcripts and other 

materials for participants who had transferred institutions. Patrick reported that he had no issues 

requesting his DWC transcripts from SNHU. Hannah reported that she was able to get a syllabus 

from SNHU for one of her DWC classes, a document that was needed for a transfer credit 

evaluation by her new college.  

The majority of participants reported positive experiences with SNHU after the university 

began its teach-out. Participants felt as though SNHU did a good job of informing students about 

what transpired with DWC, maintaining classes for students that were close to graduation when 

the closure occurred, and supporting students’ transfer to a new institution. 

Transitions to a New College 

While the majority of participants received financial aid to attend DWC, only two of the 

students reported having major issues with the financial aid office, issues that were resolved to 

students’ satisfaction, and were not detrimental to the students’ financial well being.  All of the 

participants reported that they did not experience issues with transferring credit from DWC to 

another college or university. 

Hannah, one of the two students who reported having issues with financial aid, described 

her experience with financial aid at DWC: 

My financial aid was never originated, so it didn’t go through. It was gibberish to me, but 

that was what I was told. None of the Pell grants or financial aid was sent to the school, 
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so nothing was refunded to me. So I ended up having a 7000 balance and it took me 

almost a year to get it cleared up. But the CFO eventually wiped all the debt because of 

the error on the school’s part…they were having a lot of trouble in financial aid, and were 

being audited, so they erased my debt. 

Hannah transferred out of DWC before official notification of the school closure, due to her 

issues with financial aid. She successfully enrolled at another institution, even taking with her the 

transfer credit that essentially she never paid for due to DWC’s error. 

Vincent, the second student to report issues with the DWC financial aid department, had 

initially enrolled in DWC shortly after it was acquired by ITT. Vincent stated that he was forced 

to discontinue enrollment for a semester because his G.I. Bill paperwork was not processed 

properly: 

And that (participants financial aid problems) was because of the ITT thing. When ITT 

came in and took over they basically fired nearly everybody that was there working in 

financial aid -alright, and brought a whole new team in. Well this whole new team didn't 

have…had no idea what the hell was going on. They had no idea how to do the 

paperwork and that was kind of the downside of the conversion from Daniel Webster 

College to ITT. That was really the downfall, is that they fired a lot of people or they let 

go a lot of people, or a lot of people left of their own free will, and then you got these 

new people that weren't trained properly because they have this campus that's miles away 

from any other (ITT) campus, all right, and I don't think they really knew, that ITT really 

knew what they were getting into. When they finally hired someone that knew what the 

heck was going on…you know…the paperwork process that was supposed to happen, 

then the school became tolerable. 
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“It was very easy to transfer.” 

 

Participants did not report any major problems with transferring credits from DWC to 

other institutions, either concerning getting transcripts sent from DWC or SNHU to other 

institutions, or having credits accepted at the new institution. Ally stated her surprise at the ease 

of transfer both from DWC and to UNH: 

I was surprised at how easy it was. I hear about people losing credits, or how hard it is to 

transfer. UNH took all of my credits. I was surprised they took all of the credits. It was 

very easy to transfer. Daniel Webster made it easy to transfer as well because everyone 

was transferring. I believe my homeland security classes transferred in as electives. My 

two English courses transferred in as general ed. My math course, I want to say 

transferred in as gen ed, or possibly in my major. I’m not absolutely sure. I didn’t put too 

much thought into it, but I started hearing people who had transferred to other places 

saying, ‘They only took half my credits.’ I was a little worried, that’s hard earned money 

going to waste because they won’t accept my courses that I took and worked hard for. 

UNH told me all my courses would transfer no problem, so I was quickly reassured. 

Tim also reported surprise at how many of his DWC credits transferred in to his new institution: 

 

At the time, they (UNH) made it pretty easy though, yeah, these are the ones that are 

transferring, I was pretty surprised though…they ended up giving me what, like 15 

classes, so, I'm like wow that's not bad you know. And the other classes…I think 

only…two or three didn't get transferred in which wasn't an issue for me. 

The participants in this study reported no major issues with either financial aid or 

transferring credits from DWC to their new institution. While two participants reported issues 

with financial aid prior to the DWC closure, those issues were resolved in a manner that was 



 

80 

 

satisfactory to the students. Participants reported that all or most of their DWC credits transferred 

to their new educational institution. 

Influences on Student Choice 

Participants identified a variety of factors that influenced the choices they made to 

continue their education after their experiences with DWC. The majority of participants decided 

to change their major and transfer to other institutions that offered the new major. Participants 

discussed looking for institutions that had smaller campuses and were close to home. Participants 

also reported choosing an institution that they were sure would not close before they completed 

their degree program. Participants who were close to graduation and assured by SNHU during 

the teach-out that they could complete their degrees on schedule stayed with the university. The 

majority of participants identified community colleges as a viable option for completing general 

education courses and exploring majors. 

“UNH is not going to close. It’s a state school, so it can’t.” 

 

After their experiences at DWC, participants were concerned with being able to finish 

their education uninterrupted, and felt that a public institution would be more reliable. Ally stated 

the following: 

I have a lot of hope for higher education for myself because I know (UNH) will always 

be here. UNH is not just going to close, it’s a state school, so it can’t. But, it’s one less 

thing to worry about, not having to worry about school closing, not having to find another 

school, setting up appointments, learning about financial things, along with your work. It 

was a lot. 

Tim also expressed his thoughts about the reliability of public institutions: 
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After going to Daniel Webster I might be a little be biased, but I’ve seen commercials for 

ITT Tech and stuff, but it kind just feels like in some aspects they’re just greedy. I feel 

like public and private colleges are, um, more, uh, more reliable, maybe. Especially if 

they’ve been around for a long time, I’m not sure how long ITT Tech has been in 

business. 

Both Ally and Tim had been interested in going to UNH after high school, but reported 

that they didn’t have the grades to be admitted. UNH was within commuting distance for both, 

which also influenced their decision to apply. 

Initially, Ally was going to stay with SNHU, but decided to change her major to 

Biological Sciences, which she stated SNHU did not provide as a major, so she applied to UNH. 

Patrick enrolled in UNH because he decided to change his major to Mechanical Engineering 

Technology, and claimed UNH provided classes within the MET major that better 

accommodated his work schedule. Tim reported that he knew he wanted to enroll in UNH after 

attending an open house and meeting faculty at the college: 

I think UNH just won me over too fast, like, I didn't even bother going to SNHU. I didn't, 

and I was just worried about my credits transferring and UNH was like yeah, yeah, yeah, 

I (UNH) will take all your credits or the majority of them or the ones that mattered, at 

least. 

“Ride that puppy to the end” 

 

Before official announcement of the SNHU teach-out, Vincent, who was in the senior 

year of his program, had looked into transferring to UMASS Lowell, which was also an ABET 

accredited program. Vincent stated that he needed to graduate from an ABET accredited program 

to keep his employment with the government. When he learned that it would take him more than 
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a year to finish his degree, he decided to stay at DWC and see what would happen with SNHU. 

Once SNHU took over, and ABET agreed to allow their accreditation to stand until the end of 

the teach-out, Victor was able to finish his “ABET approved” degree. 

Monica had somewhat similar concerns to Vincent. She enrolled in DWC because she 

wanted to be in the aviation industry, an industry in which the DWC name was extremely well 

respected. When the rumors of the DWC closure started, she was hopeful of a good outcome, 

and decided to, in her words, “ride that puppy to the end.” When SNHU took over DWC, 

Monica met with SNHU officials to discuss her options. SNHU assured her that her diploma 

would say “Daniel Webster College,” although her official transcripts had the SNHU school 

stamp. 

Two participants, Patrick and Hannah, reported changing majors when transferring out of 

DWC. Both participants enrolled in local community colleges that offered pathways programs to 

a state university. Patrick explained his transition: 

I ended up transferring back to New Hampshire Technical Institute to get my degree in 

mechanical engineering technology. So I realized when I was at Daniel Webster that the 

program was mechanical engineering, and I would have to take a lot of classes to get my 

degree… I already had an associate’s from New Hampshire Technical Institute in 

architectural engineering. It was going to be shorter for me to — actually, I did try to 

directly transfer to UNH Manchester but they told me I needed to have an associate 

degree from New Hampshire Technical Institute first to get into mechanical engineering 

technology. So that’s sort of part of the reason I transferred to New Hampshire Technical 

Institute and I went back to my old school. Another reason was at Daniel Webster it was 

a very small school and it didn’t have a lot of flexibility with classes. I was working full 
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time, I was working the day shift, and they didn’t have a lot of night classes. But New 

Hampshire Technical Institute did have a lot of night classes. And that was very much the 

two reasons I moved back to NHTI, and then transferred to UNH. 

Hannah spoke to the financial benefits of attending community college:  

 

For financial aid I found the smartest thing to do was to go through community college to 

do gen ed stuff. Then figure out what you want to do by taking classes, because it is much 

cheaper. 

Both Vincent and Tim also spoke about community college as a less expensive alternative for 

completing general education courses. Tim stated: 

Well, from a money perspective I feel like starting out at community college and getting 

your general education is a plus. Then when choosing a university to go to, definitely go 

to open house, visit, meet some faculty before choosing. 

Ally suggested that enrolling in community college for major exploration was a good option:  

   

Choosing a major is difficult, especially when you’re young because nobody knows what 

they want to do. So, if you are really stuck on your major, don’t have any idea about what 

you want to do, I would tell them go to a community college and get your gen eds out of 

the way, or go in undeclared. Don’t just pick a major just because, that’s going to put you 

in the wrong direction and you’re going to end up unhappy if you don’t like it. That’s 

what I would suggest at first, I thought about doing that but I really wanted to major in 

homeland security then, shocker, I changed my major not even a year later. 

In the discussion of how they chose how they were to continue their education, 

participants reported a variety of influences, the most important being an institution that would 

allow an uninterrupted completion of a degree program. Participants also perceived the closure 
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as an opportunity to explore major options, and enroll in an institution that offered their desired 

major. These discussions brought about participants’ perceptions of ‘reliable’ institutions of 

higher education, identifying public education in general, with an emphasis on community 

colleges as options for general education course completion and major exploration. 

Perceptions of Higher Education 

Upon reflection, participants expressed a positive view regarding their experiences in 

higher education. Participants discussed their perceptions of the necessity of obtaining an 

academic degree in order to achieve their goals. Monica discussed how she made contacts 

through school helped her explore options in her career field: 

It’s not just the learning, it’s the contacts you make and the people you cultivate in the 

real world. They hooked me up with big people at (company), but I didn’t want to move 

to Wichita, no thank you. It’s about the contacts, not just what you learn. When you’re 

there take advantage of the internships and everything. I don’t see why people would be 

sorry they went to college, except for the student loans. 

Patrick expressed that although working full-time throughout his education has had its 

challenges, he feels the combination of education and experience will work to his benefit: 

I think it was a little bit of everything, and being able to work while I was going to 

school, to learn about employers and how they think. I always joke with other students 

about working. We say we have everything to do the job; we just need to get that piece of 

paper. But both have helped. It’s been hard in my personal life because I haven’t had the 

same freedom as other people. I’m taking a class this summer, I have to study, I can’t go 

out. I just have to do it, my other friends don’t have that responsibility, but at the same 

time I know there’s a higher purpose and that my sacrifices will pay off. 
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“Outside of my comfort zone…” 

 

Some participants reported that their experiences in higher education helped them come 

to realizations about themselves, and their own place in higher education. Tim reported that his 

experiences in higher education made him feel grateful for his own opportunities: 

For the most part it has made me feel how lucky I am to go to college, because most 

people don’t have that option. For as much as I procrastinate or hand in sloppy work, in 

the end I always realize it is important to do well because most people don’t have the 

opportunity that I have, and that kind of fuels the fire and makes me try really hard. 

Usually it’s at the end of the semester when I try the most, it has always been a struggle 

for me to read and study, it’s the last thing I want to do, but it has been a realization for 

me, that I’m really lucky….My high school that I went to was like 90% or 95% wealthy, 

the majority of them went to college. But like, you look at inner city people, you meet a 

few people, and they don’t have the opportunity, they have full-time jobs at McDonalds 

and stuff, I just couldn’t imagine. I work at (a retail store) and I make like $8000/year, 

you spend like $20000 a year just on school. It’s just impossible if you don’t make a 

wage. You’re fortunate (if you’re from) a family that can afford, or for the most part 

afford it, you’re very fortunate in this day and age, I should say… It gives you an edge 

competitively against everyone else. Overall you’re going to have probably a wealthier, 

better life, if you get a good job that you can support a family, buying a house, and not 

living paycheck to paycheck. I would definitely recommend people to go to college. I’m 

not looking forward to getting out of college, but going to college is a good thing. 

Ally expressed similar feelings of gratitude: 
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I feel better about myself, I feel smarter. I never really felt intelligent and now I take 

pride in knowing things and being the smart one. Out of my friend group I’m the only 

one going above and beyond in health care. I’m the only one, it’s a long road, but overall 

I’m really happy with how education has treated me, what it has given me, I’m very 

grateful for that. I don’t take anything for granted anymore, especially with education. I 

feel really good about myself now, because of school I feel like I’m doing something 

with my life. 

Hannah discussed her academic growth: 

 

I like math, before I used to think I hated it and think I wasn’t good at it, but I’m actually 

very good at it. I learned that I actually do like people and taking classes that aren’t 

applicable (to her major). I never thought of myself as a business major, I just took it 

because I was closer to getting a degree. But out of the classes I took, I learned that I 

enjoy learning about how people think, and communication skills, and interactions 

overall, and how they can be influenced…I took a humanities class last semester in Greek 

philosophy, and it was something I wouldn’t normally take, and it was a very different 

way of thinking outside of my comfort zone, and it was very enlightening overall to take 

it and listen to someone else’s passion and learn more about it. 

Both Tim and Ally reported that their experiences in higher education have helped them become 

more serious students: 

Tim: A lot of the classes at DWC were a breeze, you know, you didn’t really have to try 

to get an A+.  Then I came to UNH and was like wow, I really have to start trying now to 

get a good grade. It made me realize that I had the opportunity to get a good degree. So, I 
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have to put the time and effort into it, instead of just riding a roller coaster that I didn’t 

have to put any effort into. I had to come a long way. 

Ally: It has impacted my life because it helped me better myself. To push through, to get 

through the class, especially with biology, you have to get your math and science skills 

down, you can’t just slide through the class. You need to memorize it, carry it through 

your life. Higher education has helped me feel more fulfilled and learn more. I have the 

ability, because of higher education, to do what I want with my life. Without that, I would 

be working in retail for the rest of my life, and that would be miserable. 

“You need to go to college to survive.” 

 

Along with their overall views on higher education, many participants shared their 

perceptions on the necessity of obtaining a college degree. Patrick described his professional 

experiences regarding higher education attainment: 

There’s a limit to how much you can do with a high school diploma, with your job, the 

company will take you, but there’s a limit, and you can’t go beyond that. Even, I work in 

a factory, and I do see little differences between how people working on the factory floor 

get treated by the management, there are differences. There’s a flexibility that, if you’re 

an engineer, you get with work. If you’re on the floor you have to be at work at this time, 

and you only get a break at this time. You get more money, I mean. It’s not just better 

money, but so many other things. If you want to change your job, or go somewhere else, 

it makes it so much easier if you have a degree. 

Tim discussed a similar view: 

 

I’ve always had the same view on higher education. I feel it’s a necessity in this time and 

world. You can get away with an associate’s degree, but you’re better off with a 
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bachelor’s or a master’s degree. I’ve known that since I got out of high school. With that 

mentality I don’t think my mind changed very much, just the seriousness (that I take) in 

classes kind of changed. 

Ally described college as a necessity in achieving her personal goals: 

 

You need to go to college to survive, nowadays. You just need to, in my personal 

opinion. I mean, you can have a happy life if you would like working in retail, or having 

a minimum wage job. However, to financially support a family, or to live a more 

comfortable life, and for self-fulfillment as well. If you don’t want to go to higher 

education no one is making you, but I strongly encourage going to college and I value 

education, because that’s what is going to get you through life. People value someone 

who has a lot of education under their belt, and I know that, which is why I’m choosing 

the direction I’m going in. I want to feel self-fulfilled and financially support my family. 

I knew I would have to be able to financially support a family because of who I am and I 

cannot naturally reproduce because I’m a lesbian, so I need to either be able to afford to 

have children or just don’t, but I do want to have children. That’s why I’m choosing to go 

into higher education, I know that sounds weird, but I’ve always had that in the back of 

my mind, that I’m going to need to afford to have kids. I can’t just decide on a whim that 

I want them. It’s going to take a lot of planning and money. I would encourage anyone to 

go to college. 

Participants expressed positive views towards higher education, regardless their 

experiences with the DWC closure. The majority of participants felt that it was necessary to 

obtain a college degree and were optimistic that their academic experiences were going to be of 

benefit in accomplishing their professional and personal goals. 



 

89 

 

Conclusion 

The primary research question for this study sought to understand how the students of a 

for-profit college experienced the institution’s closure. The secondary questions concerned 

specific aspects of the student experience, including notification of the closure, perceptions of 

support services, student issues with financial aid or transfer credits, and the influences on how 

participants chose to continue their education after notification of the closure. Prior literature 

(U.S. Senate, 2010) guided the development of financial aid and transfer credit themes in the 

data, while other themes were emergent, and based on the data collected. The reports of the 

participants in this study presented a very clear view of their experiences throughout the 

“process” of the closure of DWC, and their subsequent transitions.  

Lack of Institutional Communication 

Regardless of demographics, backgrounds, or majors, participants had very similar 

experiences leading up to the school closure. Participants perceived a lack of effective 

communication by DWC regarding their academic future, which led to participants’ reports of 

feeling confused, frustrated, and fearful that they would not be able to complete their educational 

program. Some participants also reported concern because employment in their chosen field 

depended on DWC accreditation or the name of DWC on their transcripts or diploma.  

Participants perceived their classmates leaving the college in droves, as they described it, and 

many participants didn’t know whether to continue through the uncertainty, or find another 

school in which to enroll. Furthermore, many participants described an awareness of faculty 

discontent during this period, some having conversations with faculty which exasperated, rather 

than helped their negative experiences. The lack of adequate communication continued with the 



 

90 

 

official notification of DWC’s closure, as participants reported receiving official notification of 

the closure through different means within a period of two months. 

Ease of Transitions  

Participants reported no difficulties in transferring to new institutions. Participants 

reported that the communication processes with students greatly improved with the teach-out. 

SNHU provided explanations of what had occurred with DWC, and provided a pathway for 

students who wished to finish their DWC degrees. SNHU also provided advising for students 

who wanted to transfer, and eased their transfer process by issuing transcripts in a timely 

manner, allowing students to quickly complete admissions requirements at other institutions.  

Impacts of the Closure 

Participants reported perceptions of higher education which influenced how they chose a 

new institution in which to enroll. Participants perceived DWC as an “easy” school, although 

some attributed this perceived lack of academic rigor to the school’s ownership by ITT, while 

others perceived it as an effect of low faculty morale due to rumors of the closure. After their 

experiences with DWC, many participants reported that they wanted to enroll in a school that 

provided them the ability to finish their educational program, without having the fear that school 

would close. Some participants reported being challenged academically for the first time by the 

courses at their new institution, which they perceived as positive. Ally stated that attending her 

new school gave her a sense of pride, and she knew she could achieve her goals. Ally and Tim 

both reported their high school GPA’s were fairly low, which limited their options for college 

after graduation, however both were admitted to a state school due to the GPA each had acquired 

at DWC. Ally was also able to change her major to biological sciences, a major that she had 

always wanted, but was not offered at DWC. Further, both participants reported that their 
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experiences at DWC and the strenuous nature of coursework at their new school helped them to 

become more serious students. 

Overall, the findings of this study showed a minimal negative impact on the participants 

enrolled in Daniel Webster College during and after the school’s closure, and many positive 

impacts. Participants were able to graduate from their desired program and gain employment in 

their intended field, or transfer to traditional higher education institutions with no issues or 

hardships.  

  



 

92 

 

 

CHAPTER 5 

DISCUSSION AND RECOMMENDATIONS 

In this study an exploration of the experiences of students enrolled in a for-profit college 

that suspended operations was conducted to gain a greater understanding of the school-closure 

phenomenon from the student perspective. The revealed the experiences and perceptions of 

participants in their own words, which provided an understanding of the impact of both policy 

and policy implementation on the Daniel Webster College student demographic. Conclusions 

from the findings were aligned with the research questions, and were synthesized into three 

different categories: lack of institutional communication, ease of transfer, and impact of the 

school closure.  

The findings of this study were surprising in that they revealed positive participant 

outcomes, including graduation, employment, and transferability into traditional higher 

education institutions. In this chapter a discussion of the findings as related to existing literature 

on for-profit colleges will be presented within the framework of the study described in chapter 

two. Existing literature on the for-profit education sector regarding both the criticisms and 

strengths of the for-profit model will be incorporated into this discussion, as will dialogue on 

neoliberalism in higher education policy, and social justice issues when considering the findings. 

This discourse will provide clarity on the data and provide explanations for the findings. This 

discussion will also show that these findings are limited to the type of for-profit institution that 

existed within the structure of Daniel Webster College, and can’t be generalized to the larger for-

profit student demographic. Finally, recommendations based on the findings of this study are 

presented. These recommendations are aimed towards federal neoliberal higher education policy 
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towards workforce education, and safeguards for students enrolled in for-profit schools that are 

sanctioned by the Department of Education. 

Structural Safety Nets 

Findings from this study did not support the assumption made in chapter one that higher 

education policy towards the privatization perpetuate social stratification and fail the student 

constituency. During data analysis findings emerged that were contradictory to the current 

literature around transferability of educational credits and financial aid issues experienced by 

students enrolled in the for-profit sector. Participants did not reporting issues with transfer 

credits, debt or financial aid hardships that were outlined in literature such as the Harkin Report 

(2012). In chapter one I also discussed the gap in literature surrounding various types of non-

profit institutions, and this study concerned a type of for-profit institution not addressed in 

current research. DWC was a private, non-profit college that was acquired by a for-profit 

corporation. It was a regionally accredited, ABET accredited institution with a good reputation in 

the aviation community. In chapter two I discussed how both policy and policy implementation 

contributed to the outcomes experienced by the student demographic. In my discussion of policy 

impacts on the student demographic I pointed to policy and policy implementation that best 

served students as containing a student advocacy component within the creation of the policy. 

However, in my review of the findings and the characteristics of DWC I saw that there were 

safety nets embedded in the structure of the college that positively impacted student outcomes. 

These embedded safety nets were the college’s regional accreditation and ABET accreditation 

(Figure 17). According to the findings, regional accreditation benefitted all participants, as it 

gave them transferable academic credit. ABET accreditation was also a safety net built into the 



 

94 

 

structure of the institution. While ABET accreditation did not impact all students, it was an 

important factor in the engineering major, and tied to employment within the engineering field.  

FIGURE 17. Policy Effects on DWC Students 

 
Structural safety nets served to empower students, giving them the ability to transfer to a 

traditional institution, graduate, or gain employment. While participants mentioned receiving 

information regarding loan forgiveness application from the Department of Education, no 

participant was eligible to apply for the program, due to their ability to transfer academic credits.  

Accreditation and Transfer 

Literature discussing the lack of transferability of educational credits from for-profit 

institutions (U.S. Senate, 2012) imply that these credits are less valuable than credits from 

traditional institutions, in that they are often not recognized by traditional institutions. Findings 

show that participants in this study reported no issues in transferring credits to traditional 

institutions. This paradox is explained in considering the unique history of Daniel Webster 

College. As identified in the Harkin Report, DWC was regionally accredited through NEASC, 

allowing students to transfer credits to other NEASC accredited institutions.  

As discussed by one participant, the ABET accreditation of DWC was in danger of being 

revoked due to the sanctioning of ITT. According to Vincent, had this accreditation been 

revoked, it would have threatened not only his ability to transfer to another ABET accredited 

engineering program, but his employment status. His internship and subsequent employment 

from that internship required graduation from an ABET accredited engineering program.  
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A secondary safety net for DWC students was the ability and willingness of Southern 

New Hampshire University to provide a teach-out. I describe the teach-out as a secondary safety 

net because the teach-out would not have been possible had it not been for the regional 

accreditation of DWC. Due to the sanctions placed on ITT by the Department of Education 

DWC was in danger of losing its accreditation through NEASC. Had the college lost its NEASC 

accreditation the academic credits would not have been equivalent to other NEASC accredited 

institutions, in which case DWC students would have had more difficulty transferring credits 

However, the teach-out by SNHU extended DWC’s accreditation status and therefore the 

transferability of credits.  

The history of DWC and its reputation in the aviation community was also a secondary 

safety net for students enrolled in the aviation management program at the college. The college 

still maintained a good reputation in the aviation community, as described by one participant 

enrolled in the program. Monica, who was greatly involved within that community, maintained 

that a degree from DWC was crucial for her future employment in the sector. She voiced this 

concern to SNHU staff during the teach-out, who assured her that she would receive a DWC 

diploma even though her official academic transcripts are from SNHU. 

Regional Accreditation and Academic Quality 

The Harkin Report (2012) revealed that DWC was an anomaly within the ITT corporate 

structure, as it was a regionally accredited institution. The report further identifies a distinction 

between regional and national accreditation, in that regional accreditors have stricter standards 

for academic quality than national accreditors (p. 143). Further, the report contained this 

statement regarding accreditation (p.141): 

Accreditation has traditionally existed as “a process of external quality review created 

and used by higher education to scrutinize colleges, universities, and programs for 
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quality assurance and quality improvement.” Once granted accreditation can be good for 

up to a 10-year period, although factors like change of ownership or the addition of new 

campuses may trigger a review by an accreditation team. 

 

This finding raises questions about the NEASC accreditation of DWC after its acquisition 

by ITT in 2009. There exists a variation in academic quality between institutions, however I 

assume the accreditation standards of institutions within the scope of the same accreditor should 

be consistent. Based on the perceptions of participants in this study, the academic quality of 

programs at DWC was questionable, at least in the semesters leading up to the closure. The 

statement made by a faculty member to a participant within the first finding, in which the faculty 

member disparaged the quality of education at the college, supported participant perception of a 

lack of academic rigor. Further, the statement of the former president of DWC outlined in the 

Harkin Report explained that curriculum for DWC classes was provided to faculty, rather than 

developed by faculty. In my search of the NEASC website, the only information I found 

regarding DWC or its accreditation was the joint press release mentioned in chapter four. I found 

no evidence that NEASC reviewed the accreditation of DWC after it had been acquired by ITT. 

The joint press release by NEASC and DWC in the findings revealed that DWC was schedule for 

a regular ten-year accreditation review in 2016. 

Social Justice and Accreditation 

The social justice implications around the accreditation of DWC are evident when 

comparing the findings of this study to existing literature on students enrolled in for-profit 

institutions. Safety nets were embedded in the structure of DWC through regional and ABET 

accreditation, and were continued through the teach-out agreement with SNHU, thereby 

safeguarding the transferability of academic credits for students. Findings show that participants 
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did not experience financial hardship, undue student loan debt, or having to start their college 

education from the beginning due to non-transferable credits.  

Social stratifications theorists (Shapiro, 2004, Lareau, 2011, Cottom, 2017) contend that 

the fewer resources or assets one possesses, the greater the impact of negative consequences are 

realized. The Harkin Report (2012) discussed the inability of students enrolled in for-profit 

schools to transfer credits to traditional institutions, which was not the case with the participants 

in this study. The safety nets of regional and ABET accreditation present in the structure of 

DWC served as assets and facilitated positive participant outcomes. If the accreditation of an 

institution is a factor in the transfer academic credits, or the need to start their education from the 

beginning after a college closes, it presents a social justice issue. Furthermore, if students are 

unable to obtain employment due to employer requirements around accreditation of an 

educational institution from which they graduated, social justice issues arise from the neoliberal 

policy that loosened accreditation restrictions for Title IV funding.  

Transparency in the For-Profit Sector 

The Harkin Report (2012) identified a lack of transparency exhibited within the for-profit 

sector regarding financial aid and return on investment. Following neoliberal ideology, a lack of 

transparency was beneficial to the private sector colleges due to increased profits and growth, 

therefore stimulating the economy. Findings from this study show that Daniel Webster College 

students experienced a lack of transparency not only with their enrollment in the institution, but 

throughout the closure process of the school. In its acquisition of DWC, ITT Education Services 

was able to broaden its customer base beyond the typical student demographic enrolled in a for-

profit college (U.S. Senate, 2012). This assumption is based on findings from this study that the 

majority of participants were unaware of ITT’s ownership of the institution upon their 
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enrollment in DWC. It wasn’t until sanctions were imposed upon ITT by the Department of 

Education that students realized they were enrolled in a college owned by ITT. Several 

participants made comments that led to the assumption that if they had known about ITT’s 

ownership of the DWC they may not have enrolled in the school. In clarification, many 

participants did not express negative views of the for-profit education sector as a whole, but 

rather ITT specifically. Participants were aware of ITT through television and popular media. 

Neoliberal capitalist ideology would dictate that it is the responsibility of the consumer to 

understand the product before purchase, in this case the consumer being the student and the 

product being the school program. However, in discussions of social capital, social stratification 

theorists contend that the resources within a family contribute to the educational decisions made 

by students (Lareau, 2011; Shapiro, 2011). The history and reputation of DWC combined with 

the lack of transparency surrounding the ownership of DWC negated social capital as a resource, 

because neither the majority of participants or their families were aware of the connection 

between ITT and DWC when enrolling in the college. Had the ownership of DWC been more 

transparent, students would have been empowered to make an informed decision on whether or 

not to enroll in the institution. 

According to the findings, participants’ classmates were leaving the college in the months 

prior to the closure due to the lack of communication with the student body around a possible 

closure. This lack of transparency regarding the direction that DWC was heading led to rumors 

and a disruption of the educational experience for students. Further, in examination of the 

timeline leading up to the closure, some participants questioned why DWC would enroll new 

students during the last semester of operations because it seemingly presented undue hardships to 

incoming students. Ultimately, the lack of transparency around ITT’s ownership of DWC and the 
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lack of communication about the closure was beneficial for the college but caused hardships for 

the students. 

The lack of transparency directly contradicts the literature on the for-profit sector which 

claims that colleges offer customer service to students that is above par of that offered by 

traditional institutions (Ruch, 2001; Howard-Vital, 2006; Deming et al., 2013). In examining the 

circumstances surrounding the closure of DWC, the conclusion can be drawn that good customer 

service in the for-profit sector is practiced when the outcome of that service benefits investors of 

the institution, such as increased enrollment. In the case of the DWC closure, an event that 

lacked profit potential for ITT, the practice of good customer service was noticeably absent. This 

is evident in claims of participants of the perceived lack of resources prior to the closure. 

Participants’ perceptions of diminishing staffing at the college, inability to access classrooms and 

labs, and issues with financial aid processing support this conclusion.  

Benefits and Access 

 

A surprising finding emerging from the data in this study concerns the impact of the 

closure on participants, as many participants reported positive consequences stemming from the 

DWC closure. Participants who continued to graduation with SNHU were able to complete their 

degree programs to their satisfaction. This included the ability to complete a degree backed by an 

ABET accreditation for one participant, and obtaining a DWC diploma for another participant, 

both being important to each participant’s career field, respectively.  

Other participants reported that their tenure at DWC had enabled them to obtain a college 

GPA that guaranteed them admittance to a traditional institution of higher education. Further, 

participants reported a greater appreciation for what they considered the “quality” education that 

they associated with their new institution. Participants who continued on to a traditional 
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institution felt that they became more serious about their education due to their perception of 

greater academic vigor within their programs. While these reports support literature that claims 

for-profit education as a beneficial way for underserved students to access higher education 

(Miller, 2001) there is a caveat that must accompany this finding. The caveat being that the 

safety nets built into the structure of DWC allowed for the positive consequences experienced by 

participants.  

Conclusion 

The neoliberal capitalist political ideology surrounding policy decisions that allowed for 

the rapid growth of the for-profit education sector is rooted in the belief that unregulated markets 

will stimulate the economy. According to this ideology, the free-market results in economic 

stimulation and provides benefits towards the social good. The policy allowing for-profit 

institutions to access Title IV was focused on the demands of the labor market (Cottom, 2017), 

without consideration for how policy would impact the student demographic. The cultural 

hegemony instilled by this ideology spurred students to enroll in for-profit institutions in order to 

keep up with perceived labor market demands. The literature on the for-profit sector (U.S.Senate, 

2012; Deming et al., 2013; Liu et al., 2014) suggests that enrollment in the for-profit education 

sector produces negative student outcomes.  

This study provided a different view of the for-profit sector. The findings showed that 

after the for-profit institution in which they were enrolled closed participants were able to 

graduate, gain employment, or transferred academic credits with relative ease. Findings also 

showed that participants gained access to traditional higher education institutions due to their 

enrollment in a for-profit college. The participants in this study experienced minimal negative 

consequences from policy surrounding the for-profit education sector due to the type of for-profit 



 

101 

 

institution at which they were enrolled. The history, reputation, and accreditations that Daniel 

Webster College held were assets to the participants that allowed for positive student outcomes.   

This study contributes to the research on the for-profit higher education sector by focusing on a 

particular type of for-profit college, one that had a history of being a regionally accredited non-

profit, private institution. This history contributed to the demographic of student who enrolled in 

the college, and participants were not the typical students enrolled in for-profit colleges, even if 

they shared some of the socioeconomic characteristics. This focus greatly limits the findings of 

this study, but shows that care should be taken in generalizing a whole sector of education.  

Finally, implications of the findings point to the importance of regional accreditation as a 

safeguard to student outcomes. Regional accreditation empowers students enrolled in an 

institution that closes as it provides students the ability to transfer academic credits to other 

higher education institutions and continue their education. The policy towards privatization of 

higher education loosened the restrictions on institutional accreditation, taking away the safety 

net of regional accreditation as a requirement to accessing Title IV funding, and creating a 

barrier to transferring academic credits to traditional institutions. 

Recommendations 

With the tide of neoliberalism dominating the current political atmosphere it is necessary 

to fully realize the impact of this ideology on higher education. This study suggested the 

importance of regional accreditation in positive student outcomes, but restrictions on institutional 

accreditation were loosened for colleges as a requirement to participate in Title IV funding. 

Based on the findings of this study, two recommendations emerge concerning the for-profit 

education sector. The first is to tighten restrictions around accreditation and require that for-

profit institutions obtain regional accreditation when offering degree programs to insure 
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academic credit transferability in case of a school closure. The second recommendation is that 

for-profit colleges that may not be regionally accredited, but are well respected within a certain 

industries can participate in Title IV programs. This recommendation stems from the finding that 

the reputation of DWC in the aviation industry had a positive impact on student outcomes.  

For-profit educational institutions should be able to take part in Title IV programs, but with 

restrictions to their program offerings. For-profit technical schools have always served to offer 

technical certificates to particular segments of the workforce, and in some professions for-profit 

trade schools are the only option for certification. Policymakers need to recognize the differences 

between technical degrees and academic degrees and restrict Title IV funding to institutions that 

specialize in each type of program. 

The topic of community colleges was recurring among participants in this study. The 

majority of participants mentioned community colleges as cost-effective options for completing 

general education requirements or exploring majors when starting college. Community colleges 

are already regionally accredited institutions. In looking at successful policy for underserved 

students such as TRIO or the Carl Perkins Act, many of these programs are implemented at 

community colleges. As discussed in research on the for-profit sector (Deming, et al. 2013) 

community colleges offer a better return on investment for students than for-profit schools, but 

currently community college systems are under-funded and over-crowded. Investing in 

community college systems and expanding proven policy towards underserved student 

populations need to be considered as a viable solution to workforce education. Higher education 

is a public good that should be beneficial to the student constituency. When establishing policy 

the student demographic who will be most affected by the policy must be represented. The 
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strength of the CTE policy mentioned in chapter two was that all constituencies were 

represented: educational institutions, business and industry, and student advocates.  

Further research exploring the experiences of students enrolled in differing types of for-

profit institutions is needed to understand the full scope of policy impact on student outcomes. 

Daniel Webster College was a non-profit private college that became a for-profit college. ITT’s 

acquisition of DWC and the ensuing aftermath of the acquisition raised questions on the melding 

of the for-profit and traditional models of higher education. Literature discussing “hybrid” 

models of education have emerged, in which non-profit institutions are taking on practices of the 

for-profit sector (Newton, 2016) in order to streamline processes and save money. More research 

on the impact of the for-profit structure of education needs to be done so that non-profit 

institutions are considering safeguards to student outcomes when incorporating this model of 

education. 
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Following-Federal-Actions 

 

  

News Releases 

ITT Educational Services, Inc. to Cease 

Operations at all ITT Technical Institutes 

Following Federal Actions 

Sep 6, 2016 

CARMEL, Ind., Sept. 6, 2016 /PRNewswire/ -- Today, ITT Educational Services, Inc. released the 

following statement:  

"It is with profound regret that we must report that ITT Educational Services, Inc. will discontinue 

academic operations at all of its ITT Technical Institutes permanently after more than 50 years of 

continuous service. With what we believe is a complete disregard by the U.S. Department of Education for 

due process to the company, hundreds of thousands of current students and alumni and more than 8,000 

employees will be negatively affected.  

The actions of and sanctions from the U.S. Department of Education have forced us to cease operations of 

the ITT Technical Institutes, and we will not be offering our September quarter. We reached this decision 

only after having exhausted the exploration of alternatives, including transfer of the schools to a non-profit 

or public institution.  

Effective today, the company has eliminated the positions of the overwhelming majority of our more than 

8,000 employees. Our focus and priority with our remaining staff is on helping the tens of thousands of 

unexpectedly displaced students with their records and future educational options.  

This action of our federal regulator to increase our surety requirement to 40 percent of our Title IV federal 

funding and place our schools under "Heightened Cash Monitoring Level 2," forced us to conclude that we 

can no longer continue to operate our ITT Tech campuses and provide our students with the quality 

education they expect and deserve.    

For more than half a century, ITT Tech has helped hundreds of thousands of non-traditional and 

underserved students improve their lives through career-focused technical education. Thousands of 

employers have relied on our institutions for skilled workers in high-demand fields. We have been a 

mainstay in more than 130 communities that we served nationwide, as well as an engine of economic 

activity and a positive innovator in the higher-education sector.  

This federal action will also disrupt the lives of thousands of hardworking ITT Tech employees and their 

families. More than 8,000 ITT Tech employees are now without a job – employees who exhibited the 

utmost dedication in serving our students.    
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We have always carefully managed expenses to align with our enrollments. We had no intention prior to 

the receipt of the most recent sanctions of closing down despite the challenging regulatory environment that 

now threatens all proprietary higher education. We have also always worked tirelessly to ensure 

compliance with all applicable laws and regulations, and to uphold our ethic of continuous improvement. 

When we have received inquiries from regulators, we have always been responsive and cooperative. 

Despite our ongoing service to this nation's employers, local communities and underserved students, these 

federal actions will result in the closure of the ITT Technical Institutes without any opportunity to pursue 

our right to due process.   

These unwarranted actions, taken without proving a single allegation, are a "lawless execution," as noted by 

a recent editorial in The Wall Street Journal. We were not provided with a hearing or an appeal. 

Alternatives that we strongly believe would have better served students, employees, and taxpayers were 

rejected. The damage done to our students and employees, as well as to our shareholders and the American 

taxpayers, is irrevocable.   

We believe the government's action was inappropriate and unconstitutional, however, with the ITT 

Technical Institutes ceasing operations, it will now likely rest on other parties to understand these 

reprehensible actions and to take action to attempt to prevent this from happening again." 

SOURCE ITT Educational Services, Inc. 

For further information: Nicole Elam, ITT Educational Services, Inc., 13000 N. Meridian St., Carmel, Ind. 

46032, 317-706-9200 
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Research Integrity Services, Service Building 

51 College Road, Durham, NH 03824-3585  
Fax: 603-862-3564 

  
  
23-May-2017 
  
Logsdon, Jennifer 
Education, Morrill Hall 
Durham, NH 03824 
  
IRB #: 6703  
Study: Aftermath of a New England For-Profit College Closure on Enrolled Non-traditional 

Students 
Approval Date: 23-May-2017 
  
The Institutional Review Board for the Protection of Human Subjects in Research (IRB) has 

reviewed and approved the protocol for your study as Exempt as described in Title 45, Code of 

Federal Regulations (CFR), Part 46, Subsection 101(b).  Approval is granted to conduct your 

study as described in your protocol.   
  
Researchers who conduct studies involving human subjects have responsibilities as outlined in 

the document, Responsibilities of Directors of Research Studies Involving Human Subjects.  This 

document is available at http://unh.edu/research/irb-application-resources. Please read this 

document carefully before commencing your work involving human subjects. 
  
Upon completion of your study, please complete the enclosed Exempt Study Final Report form 

and return it to this office along with a report of your findings. 
  
If you have questions or concerns about your study or this approval, please feel free to contact 

me at 603-862-2003 or Julie.simpson@unh.edu.  Please refer to the IRB # above in all 

correspondence related to this study.  The IRB wishes you success with your research. 
  
  
For the IRB, 

  
Julie F. Simpson 
Director 
  
cc: File 
     , 
     Mallory, Bruce
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APPENDIX F 

 

FAQ  
  
General Questions: 
  
What is a teach-out? 
A teach-out is a way to provide a continuation of academic programming in the face of potential closure 
of a university. In this case, SNHU will step in to provide the faculty, facilities, and student support 
necessary to deliver all DWC academic programs for the 2016-2017 academic year.  At the end of the 
2016-2017 academic year, students will either graduate, transfer to SNHU or transfer to another college 
or university. 
  
Is Daniel Webster College Closing? 
Yes. As of September 13, 2016, DWC ceased operations and ITT terminated all DWC employees on the 
14th.  Through an agreement negotiated with ITT and the assistance of the US Department of Education, 
DWC’s academic programs, athletics, student clubs, etc. will continue under the management of SNHU. 
The experience of students this year will remain unchanged (we actually hope it will be better once we 
get through this immediate transition period).   
  
Is Southern New Hampshire University buying Daniel Webster College? 
No. SNHU is leading a teach-out of all DWC programs.  “Teaching-out” does not mean shutting down the 
programs. It means seeing students through to the completion of their programs.  To that end, all DWC 
programs, students, and employees have been transferred to SNHU.  The campus property is still owned 
by DWC parent company, ITT.  We do have an offer on the table to purchase the property and have had 
no response. 
  
What does this all mean for DWC students, faculty and staff? 
The goal of the teach-out is to provide minimal disruption to DWC students. All classes will continue on 
campus in their current schedules, and residential students will continue to reside on the Nashua 
campus for the remainder of the academic year, served by the same faculty and staff. Details are still 
being worked out for what happens next year.  The academic programs will continue, as mentioned, but 
may very well move to SNHU’s Manchester campus.   
  
For this year, any DWC student with 90 credits or more (seniors, basically) will finish up and receive a 
DWC diploma.  Those with fewer than 90 credits will receive an SNHU diploma.  If a student wishes to 
transfer at the end of this semester or year, we will assist in that process. All students are now SNHU 
students at this point (even if seniors are receiving a DWC diploma) and we are responsible for every 
aspect of their experience going forward. 
  
Because we have been asked to hire DWC employees almost overnight and don’t have time to go 
through the full hiring and onboarding process, we will officially hire all existing Daniel Webster 
employees in a temporary employee status so they will have no break in salary or medical coverage.  We 
can then get our HR team to campus and transition most, if not all, employees to permanent status in an 
orderly process.  
  
Why is SNHU offering a teach-out? 
In the spirit of being a good neighbor and supporting the higher education community in New 
Hampshire, SNHU is leading a teach-out so DWC students can complete their degrees and have a normal 
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year. SNHU firmly believes that a high-quality, affordable college degree is the key to success and we are 
committed to helping students achieve their college completion goals. 
  
Will DWC students be moved to SNHU’s campus in Manchester? 
All DWC students and courses will remain in Nashua for the 2016-2017 academic year.  Once we get past 
this transition phase, we can assess the campus situation.  Our sense is that we are most likely to move 
operations to the Manchester campus of 3,000 students (we urge you to visit it).  Should our offer for 
the DWC campus be accepted, we will think through all of the options.  We will be very transparent 
about the process and keep everyone informed. 
  
Academics:  
  
Will my classes continue at Daniel Webster College? 
Yes, all classes will continue in their current schedules at DWC for the 2016-2017 academic year.  We 
assume that all programs will continue in subsequent years.   
  
SNHU does not offer my program, can still continue my classes? 
Yes. SNHU has agreed to continue all academic programs for the 2016-2017 academic year. Our intent is 
to continue those programs beyond the 2016-2017 academic year as SNHU programs. 
  
Who will have my transcript in the future? 
Transcripts for students currently enrolled at Daniel Webster College (not yet graduated) will be held by 
SNHU. If you are a graduate of DWC, your transcripts will be held by the New Hampshire Commission of 
Higher Education. 
  
Will all of my credits transfer? 
If you continue on with SNHU, your Daniel Webster credits will transfer.  
If you decide to transfer to another university, we cannot guarantee transfer of credits.  Acceptance of 
transfer credits is always the prerogative of the “receiving” institution. 
  
If I want to transfer, how do I obtain my academic records? 
SNHU has maintained all student records and if you would like to access your records for transfer, our 
teams can help. 
  
If I am in an ABET accredited program, will that continue to be the case? 
ABET has never had a transfer of programs like this before but they are working with us and have 
suggested the following process: We will file to have the DWC ABET accreditation extended through the 
summer of 2017.  That will ensure that accreditation continues for Seniors. At the same time, we will 
apply for SNHU to receive ABET accreditation.  The time frame ABET outlined will allow us to complete 
their review process and have approval in time for May 2018 graduates.  There is no automatic 
guarantee that we will receive ABET accreditation for SNHU, but we do not anticipate any problems 
since we are bringing forward the same program they recently affirmed, are retaining the same faculty, 
offering the same curriculum, and will provide significantly improved facilities and support for faculty 
development (two issues raised in the recent ABET review).  On October 14th we will convene the faculty 
and appropriate staff to begin work on a state of the art, dedicated Engineering building.  We hope that 
building can be complete for September 2018. 
  
We are pursuing all other related certifications for other programs. 
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Where will graduation be held? 
We are letting the Seniors decide if they would prefer to hold graduation on the DWC campus or as part 
of the SNHU events at the SNHU Arena in Manchester (formerly the Verizon Arena).  Students with 90 
credits or more cannot choose to have an SNHU diploma (that’s an accreditor rule), while students with 
fewer than 90 credits will have an SNHU diploma (assuming they complete their programs with us) since 
there will be no DWC after this year. 
  
  
Financial Aid: 
  
What happens to my financial aid and institutional aid? 
During the first academic year (beginning Fall 2016) SNHU commits to matching all institutional aid that 
was being offered by Daniel Webster (a prior Financial Aid Award Letter and submission of the 16- 17 
FAFSA is required) as well as all forms of federal financial aid.  Students receiving financial aid will need 
to add SNHU’s school code to their FAFSAs. SNHU’s school code is 002580. Financial Services is available 
to serve any students needing assistance. 
  
We ask for your patience as we set up accounts, but we are committed to getting students their regular 
financial aid refund by September 21.  
  
What do I need to do to get my financial aid? 
Students receiving financial aid will need to add SNHU’s school code to their FAFSAs. SNHU’s school 
code is 002580 and this is the one thing you must do ASAP to receive aid. Financial Services is available 
to serve any students needing assistance and we will have a team on the DWC campus to sit down with 
any interested parent and/or student. 
  
Will I have to pay SNHU tuition and fees? 
SNHU will honor the current rate of tuition and fees for all Daniel Webster College students for the 
remaining academic year. DWC students will have access to their 2016-2017 federal financial aid and all 
institutional aid. If you continue on with SNHU beyond the 2016-2017 academic year, you will be 
charged SNHU tuition and fees, but we will have teams in place to help you apply for aid and find a 
package that works for you.  If you look at the SNHU web site, we look a lot more expensive than 
DWC.  However, in reality, we offer substantially more scholarship aid than does DWC and our actual 
average net price is very close to DWC’s tuition cost.  Remember that everyone’s situation is different 
and the best thing to do is to sit down with an SNHU staff person and review your individual case.  We 
can give you clear information upon which to base your decisions and you can easily compare your 
expenses. 
  
I am on a payment plan with Daniel Webster College, will SNHU honor that payment plan? 
Yes, SNHU will honor all tuition, fees, payment plans, scholarships and institutional aid for the 2016-
2017 school year. 
 
Will my FIRST scholarship transfer to SNHU? 
Yes, we will honor all student scholarships for the 2016-2017 academic year.  Our intent is to keep all 
students financially whole with no new or unexpected charges. 
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I’ve heard about “Borrower Defense Discharge” and “Closed School Discharge”, can you explain these 
options? 
The most applicable option in the case of Daniel Webster College would be closed school discharge. You 
can get detailed descriptions of both programs here. 
(https://studentaid.ed.gov/sa/repay-loans/forgiveness-cancellation#approved)  
  
Briefly, with “Closed School Discharge,” if your school has closed prior to you completing your degree 
program you can apply to have the loans you’ve taken at Daniel Webster College forgiven. For example, 
if you were previously enrolled at a community college and you transferred to DWC, loans taken at that 
community college would not be included in the forgiveness.  
  
Important caveats to consider, if you apply for “Closed School Discharge” and it is granted (the US 
Department of Education rules on a case by case basis): 
  

• You would lose the credits you earned for the loan period forgiven.   

• Those credits would not transfer to any other college or university. 

• If you complete your degree program this option is no longer available to you, though there may 
be some exceptions to this rule -- for more details on possible exceptions click here. 

• If you take courses with SNHU and do not complete your degree program, you can seek “Closed 
School Discharge” for courses taken during DWC semesters; not for credits earned while 
enrolled at SNHU. 

  
“Borrower Defense Discharge” is an option available to students who can prove their institution made 
fraudulent claims to them. After consultation with experts in this area, we believe borrow defense is 
generally not applicable in this situation because the teach-out arrangement allows you to continue 
your education in your program. However, borrower defense is defined by state law and for more 
information click here (http://education.nh.gov/highered/) 
  
  
Student Life and Athletics: 
  
What happens to DWC athletics? 
All fall athletics will continue on their current schedules. SNHU is in conversations with the NCAA and 
the Conference to determine next steps for DWC winter and spring athletics teams. Our goal is to 
continue all athletic programs for the 2016-2017 academic year, but approvals of these arrangements 
are required from the NCAA. 
  
What happens to DWC clubs and student events? 
All DWC clubs and student events will continue as planned this year. 
  
What will happen to DWC facilities? 
SNHU did not buy the facilities or the campus, we have a licensing agreement to use the facilities for the 
2016-2017 school year. Since we do not control the campus, the disposition of the property will be in 
ITT’s hands. SNHU will continue with general maintenance of the buildings and facilities for the duration 
of the licensing agreement.  We are optimistic that we will be able to finish the whole year on the 
Nashua campus (even if ITT sells the property to others, such sales take a long time and even longer 
if/when ITT is in bankruptcy proceedings, which we expect them to enter any time now).  In the unlikely 
event that we would have to move, we are working on a Plan B.  We have already identified excellent 
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