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PART 1

INTRODUCTION

The great Civil Rights Revolution has come ‘and gone. Many
great changes have been left in its wake. Some of the changes
have had a pronounced effect upen virtually every social institu-
tion in the United States. Many urban public schools that were
racially segregated a dozen years ago are now racially integyated.

Those that have not yet been integrated are apprehensive that some

, court will hand down a decision which will force them to do so.

Many organizations which a decade ago were not hiring minority group
persons.l in professional and technical jobs are now actively
recruiting these persons for such jobs., Today minority group Persons
are holding important elect!.ve and appointive positions in federal,
state and local governmen: .. Significantly, this particular instance
of change is conspicuousl, reflected in southern states, where the
separation of the black an} white races was strictly required by law,.
The Civil Rights Revolutio. spawned the proud self~1mage which an
increasing number of min: s ities everywhere are exhlbltlng today.
Prior to the 1960's poor self-image among Blacks was one of the chief
hindrances to civil r,; its progress. It was out of such acknowledg-
ment that Stokely Carmichael generated thz "Black is beautiful" slogan
that gave a new impetus to the Civil Rights Revolution of the 1950's
and 1960's. - N -

One. of the greatest civil rights changes is reflected in higher

education. As recently as a decade ago, virtually all colleges
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and universities, except the traditionally Hegro collepes, effect-
ively restricted and controlled the size of the enrollment of Blacks.
In the parlance of the street, they were for all practical purposes
"white turf." The shift from this ;hitc image to a black, brown,

and white image began to take place in the middle 1960's, It was
because of th}s shift and the circymstances that precipitated it

that Blacks, for example, began enrolling in college at a greatly
accelerated pace. Between 1964 and 1968 their nationwide enrollment
increased by 85%, while at the same time the enrollment for all *
students increased by only HG%./2

.
s

In 1970, there were nearly one half million black students
attending college naticnally. This represented a doubling of their *
enrollment since 196%, and the preponderance of the increase was at
colleges cther than the approximately 100 traditionally black

colleges and universities, In spite of this progress, the proportion

of U.S. college students who are Dblack remains below 12%, the propor-

tion of Blacks in the college ggepopulatién of the nation./

The picture of this instance of progress is clearer as it is
related to the experience at 29 State University of New York (SUNY)
campuses, The University began keeping ethnic enrollment statistics
in 1967. At that time there were 5,074 full-time minority under-
gra:duates students attgpding all 29 units., This number represented
7 percent of SUNY's total full-time enrollment. By 1971 the
enrollment of minority undergraduates had risen to 7,036 (5,234 Blacks,
1,768 Spanish-surnahed Americans, and 250 Native American Indians),
These minority students continued to comprise 7% of SUNY's total
undergraduate enrollment of 106,206./u Their enrollment had increased
by 44 percent over a Six-year span.

The enrollment statistics for the State University of New York at
Buffalo (SUNYAB) provides a clear picture of how the concept of
equal educational opportunity for minorities has been applied at the
largest SUNY, campul. By the Fall of 1968, the total full-time
minority undergraduate enrollment at SUNYAB stood at 589 (402 Blacks,
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89 American Indians, 98 Spanish-american surnamed), or 5% of the

total/gull-time undergraduate enrollment of 11,135./s By the Fall

semeﬁ%er of 18973, the number of minority students attending the
- _University on a full-time basis had risen to 1,424, or 11% of the
total undergraduate enrollment of 12,496, One thousand, two hundred
and seventeen (1,217) of these minority students were Blacks, 150
Wwere Spanish-surnamed, and 57 were American Ia.dians./6

It should be understood that prior to 1968 Blacks and other

minorities were not altogether prevented from enrolling as under-
graduates in the traditionally white colleges, A few Blacks have
attended many of these colleges prior to the 1960's, However, these
few were usually exceptional in that they had good scholastic
records and usually from middle-class backgrounds. The other
exceptions were the black males, who were admitted because they

possessed outstanding athletic ability. Moorman deScribed the most

common circumstances which generally dictated whether the bhlack studqnt'
would attend a good coll:ge other than a black college prior to 1960,

Curiously, these circumstances have been generally ignored by the i
scholars who have prolifically written about the educational

experiences of Blacks, In describing one, Moorman wrote:

"Blacks with above average scholastic records in college
preparatory curricula have had very little difficulty
getting into college, But up to the 1960's, an astonishingly
few who attended high schools in the North and West were
enrolled in the college preparatory curriculum..,
Blacls were mostly channeled into the general curriculum.
This curriculum generally consisted of a hodge-podge of
courses that did not qualify a student for college

. admission on the basis of the traditional standards.,
Volumes can be written about the rationalizations that
many white high school counselors used to corral Dlacks,
as Well as other minorities, into this curriculum.

. Volumes can also be written about the wasted intelligance

: and manpower that have resulted from this prdctice.”"/7

What Moorman did not say is that counselors in Northern and Western
highschools in effect protected the colleges from even having to make

Q a decision about admitting Blacks; they made it impossible for the

9

= _
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average Black to meet th&~qtandard course requirements for admission
‘to a reputablé college by herding them into non college curricula,
In describing the other common circumstance which dictated

.
whether the Black attended a good northern or western college, Moorman

stated: \

——— A

"For A long time, Black males with outstanding athletic
abilities have been admitted to colleges, regardless of
" their high school records and regardless of .the curriculum
in which they were enrolled. Credit for their "breaks"
mainly goes to coaches and athletic-minded alumni. Some
/ of these 'special students' received the very best tutorial
help iny order to ensure the retention of their 'eligibility
to paryicipate in Sports. Some did not (receive much in
of tutorial help), but still managed to, graduate,
research will show that most of the latter got an
college education."/g :

In 1968, the circfimstances markedly| changed. That was the year

3

in which the enrRllmen 3 n trzditionally white colleges

did 7ot happen as the result of any

normal evolutionary development in race relé%ions; it was made to

happen by a series of great social and political forces. These forces
set the 1960's apart as one of the greatest eras of socigl development
in the entire history of Black people in the United States. Corbett

and Levine explained these’ forces as follows:

Favs "This dramatic shift in enrollment of minority students is
o due to several social and political forces of the 1960's:
< The insistent demands of the Civil Rights movement for
white universities and other educational institutions to
afford 3lacks equal and sometimes preferential opportunities
to receive an education; similar insistent demands by white
students and liberal college professors who mounted and
maintained the great student movement for peace and social
justice in the late 1960's; and thefederal government's
intervention, which not,only mandated equal educationa®

Q oppo?tunitieg for non-wpites, but also prov%ded financial
[E l(:‘ assistance for them. AS a result of this financing the EOP

- ] O : -
.




(Ee¢ 1al Qpportunity Program) came into exzistence. Thene
programs provided higher educational opportunities for high
school graduates who could not qualify academically through
traditional collegé entrance guidelines, and*who ‘could not
afford the educdtional expense."/

—— .
‘.

Responding to the impact of these social and political forces,

colleges and universities o oss the land made firm commitments to

educate persons who had lecen traditionally denied the chance for a

[ ot . . . .
- college education because of educational and economic disadvantages.

This kind of commitment was made by Chancellor Samuel Gould of SUNY,
° who szated: ' | )
,
"The bringing of so-called High risk students to the campus
calls for imaginative shiftg in the educatiohgl program....
In short, a campus commitmewt to serve the deprived student
involves not*only bringing hiim to the campus, but also
sensitively and sympathetically assisting him once he has
arrived."/10

-

A similar commitment was madé\by other cducational leaders. How-
ever, little did they realize at tge time that the traditional%y thte
colleges would be markedly unprepared to deal with the new gnd complex
problems the EOP (Equal Opportuniéy\Programi’students would:bring to

the campuses. t was not taken into consideration how strorngly colleges

)

would resist making the necessary ghanges in order to accom@odatc these

. h

students and their spécial problems. A olack educator, Dr. Albert
Berrian, who anticipated this difficulty, wrote:

"viable programs of a developmental nature have been difficult

. to mount becayse of an unwillingness in official educational
circles to come to grip with the .socioeconomic factors
underlying the total educational process. Since educational
institutions are structured in a way that causes them to reflect
the general society, it is nearly impossible to use these
institutions to get at the effects of environmental programs
for special groups."/11

| 11
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Equal opportunity programs have now been in existence for over

. } .
five years. Some of the students who were among the first group o

matriculate through the programs gra'uated in the class of 1972, Some

are working, and o;hers are in graduate school, but many have dropped

out or wWere terminpated because of their inability to adjust to the
[ * N

-

rigors of coll%geylife. Some are still pursuing their baccalaureat®

degree. B °

Since the §nitial enrollment of » EOP students, numerous hooks.

articles and regorts have been written on the subject of educdting
. s

minority collegp‘students. Egch\has had a common purpose of scekipg
to shed light an the peculiar pfoblems that disadvantadged Students
face in trying to get a college education. Some of these, writings havs
focused upon the black‘experﬁence broadly. Howeve:r most have con-
centrated upon narrover themes, such as compensatory and remedial
education, cultural isolation, financial aid, counseling, social

integration and exclusion, etc. MNoticeably missing has been an aspect

of education which deals with the student's behavioral p eparedness

a e .
for‘B};/?ple as a college student. This aspect is referred to as

///self-discipline. It takes into account the student's ability to train
. -

himself or herself to confurm to a prescribed and orderly pattern of

behavior in order to complete successfully his academic goals.
N\
The concept of self-discipline is alluded to in many studies,
articlesand reports ubou: black and other minority group s€ﬁdents in

higher education. However, it has not been addressed in any concentratred

Q manner. Such an omission might be explained on the basis that the

concept did not rank high in the array of problems which seem more

“
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important to the minoriiy group students, such as financial aid, dis-~

crimination, social relationships, etc. Of course, considering the
- > A .
. newness of EJP, there 1s always the chance that the concept was not

thought of, or that it was thought to be adequately covered under the
<. -

) concept of motivatiog. Whatever the reason, it is a fact that the
/ | ’

, literature does not address this concept as a single concern. An

attempt to weigh it as a viable factor in the education of minority

f

group college students is what this study is all about..

-

s
.. e

[ : BASIC ASSUMPTIONS

The whole idea of this study rests on two basic assumptions that

emerged from serious reflections upon my personal eXperiences as a

t
minority college student, upon “my intimate associations with other

minority students, and upon countless conversations on the black

-

experience with minority group faculty and other leaders. This first
assumption is: Not'only do, many minority group colLLge students fail
. to perform up to their abilit{es because of problems arising from their
minority status iﬁ predominantly white institutions, but a significant
M number falil because they have no{ been helped to develop the basic
behavioral rudiments for survival in 'college. The second assumption,
+5: The special orientation, counseling, and céﬁpcnsatory instruction
currently rveing provided many e%ucatioﬁally disadvantaged students are
ot
neither special nor adequate enough to help these students to develop

the tasic behavioral preparedness they need to successfully cope with

college life.
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Obijectives
In tle light of f¢.egoing assumptions and the factors previously .

discussed, this study represents an attempt to shed additional light on
conditions which inhibit the ecducation of many minority group college
students by pursuing two specific objectives. They are as follows:

1. To identify common indicators of the lack of self-
disciplirfe among-minority group college students and
analyze them in terms of their nature and magnitude.

2. -To provide & frank analysis of the self-discipline
problens found, in terms of their probable cause and
effects on the students' adjustment to their total
college experience, primarily from the perspective,
of minority group students, themselves.

3. To recommend specific and practical suggestions ‘that
colleges might implement helping students who
are handicapped by a lack of self-discipline to
overcone it.

Scope and Method

=y B

The reseaﬁéh was primarily conducted on the campuses of four
colleges in New York State., Two are located in Nengork City, and two
are located in Western MNew York. !

Two groups of college personnel were direct contributors to.the
rasecarch. The first group included the minority undergraduate students
whose comments, opiaigns and interactions comprise the greater part of
this report. The seccond group included ; small and select group of
minority faculty and students whog I called on from time to time to
assist me in deGelopinz interviewing and recording instruments, and
in planning and organizing other aspects of the study.

Three research techniques were priﬁarily used in collecting the

) /

N : :
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data. They were as follows: (1) individual interviews; (2) par-

ticipation-observation .activities in formal group situations; and (3)
informal "rap" sessid;§ at popular campus hangouts, in homes, and at
social events in the gommunity. In regarq to the latter two techniques,
the basic plan followed was For me to meld into groups and, at

strategic times, seek to channel the discussion toward issues and

*

concerns that were pertinent to the study. Though more time-consuming
than traditional information-gathering te;hniques (e.g._ggﬁividual
interviews, respondents complet%ng prepared questionnaires, etc.),
these two procedures proved effegtive in that they kept the discussions
relaxed and uninhibited. As the result, they produced some very
candid, open, and detailed responses.

The research was organized and conducted in thre: phases. First,

+here was the Planning Phase. 1In this phase, I spent three weeks

(that is, after the research design had been fully developed) talking

soul—to-soul/12 with 21 minority undergraduates (EOP and non EOP

students), graduate students and minority faculty. The purpose of these
talks was to get ideas and opinions about what they considered to be the
best indicators of self-discipline. These talks resulted in an initial

list of 13 indicators. With the b&lp of five students (two under-

- graduate and three graduate) and one\faculty advisor, the }ist was
reduced to five by rating each of the initial 13 indicators against
- three criteria. Thé& vere: (l)~Those that best reflect the behavior
patterns of most minority group students; (2) those that can be
definitely pinpointed and evaluated;'an;\Y3) those that reflect
. ' problems which might be corrected if serious and intensive efforts were

FRIC made. By using a scoring system, five of the indicators were found to

meet _all of the criteria, They are identified and explained in Part II.

D
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The second phase of the research was the Data Collecting Phase.

It was initiated by developigg forms which would enable me to collect
data in an oraerly fashion. Two forms were developed. One provided
for recording the individual responses that came out of the various
participation-observation activities, and the other was a questionnaire
for use in conducting individual interviews. Both forms appear in the
. Appendix. Prior'to starting this>bhase, I tested the participation-
observation report form by conducti&g a "dry run" in a class that was
invélved in the reaearch."I sat in a class, and recorded what I
observed as called for, I also tested the questionnaire by inter-
viewing three minority group students Jho were not among those :
selected for the final interviews. Tﬂe weaknesses in the originail
drafts of both data-collec%ing instruments were eliminated, and the
instruments were accordingly revised.

Selecting the partitipating students and getting the necessary
; .

cooperation constituted another aspect of the Data Collecting Phase.,

In selecting the students, I identified four courses at an institution
in Wes'tern New York in which one~third or more of the students enrolled
were minorities, I obtained the permission of the instructors to sit

in the classes, excluding one, on an auditing basis. One course was in .

-
English, in which 6 of the 10 students enrolled were minorities. One !
was a leadership development workshop, in which all eight of the
students were minorities, One was a Black Studies course, in which 5

of the 15 students enrolled were observed, nd one was an English /

course in which 25 minority students (out of a total enrollment of 72

) ) . !
[z e -students) were observed. In all, I participated in a total of 37 clasapa'

e over a.period of five weeks, N\

S 1 : S,
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Also in the bata Collecting Phase, arrangements were made to
\

collect information through individual interviews. They were conducted

at all four colleges involved in the research, The activity at the two
in Western New York extended over a perioh equivalent to 11 full days.
At the two in New York City it extended over a period of four full
days. At each of these colleges I participated in'formal discussions,
informal "rap" sessions, interviewed individual students, and talked
with minority faculty members and program administrators. When this
activity'qu completed,, information had been obtained from a total of
152 students. The selection of these students for the interviews did
not follow any strict selection procedure. I simply sgopped them on
the campus, -in hallways, in dining areas, etc., and explained my
interest. Those willing, which included most of those I stopped, were

interviewed.

The third and [inal phase was the Analysis Eﬁﬁ Presentation Phase.

The activities included the tabulation of the data, analyses of the
findings, presentation of the findings, and development of practical
suggestions which hopefully could be productively used to eliminate
the\problem of lack of self-descipline among minority Students..
The entire study took 13 months to complete, It began in

January, 1973 with what was expected to be only a one-semester project,
-However, the lengthy nature of the group interviews and the necessity
for recording voluminous responses and notes, along with painstaking
'tabulations and writing the finaLQreport, caused the project to extend

over more than double the time that had been planned.

o LIMITATIONS
ERIC —_
P v

There is much more research needed to be done befdre we can say

- I Tt T T 7"a1:? -
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we have an accurate grasp of the question of self-discipline as it
applies to minority group students in higher education. However,
regardless of any limitation that might be found in this study, I do
fecl that it has three very strong values. First, it will certainly
suggest arecas of additional research that ought to be conducted.
Secondly, it might suggest some greatly needed new techniques for

- researching minorities. Finally, it ma& provide some practical
suggestiyns that colleges can implement now to help minority students \

to develop the self-ddscipline they need in order to succeed fn their
i

college studies.

ERIC . ‘
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PART II

I&DICATORS AND ASSESSMENTS
i ]

! \

Before any attempt is made to assess the degree te¢ which good

s 8

self-discipline is displayed by the students in this study, it seems

necessary to describe who the EOP students are. In addition, it seems

appropriate to provide a clearer definition of the concept of self-
discipline. In regard to the former, Moorman accurately portrayed
the vast majority of these students in the following profile: !

"At colleges and universities throughout the United States,
especially those located in or near cities, there are

some strange faces. These faces belong to a new class of
students who as late as 1966 were almost never seen on a
campus--even in the "free" North and West.

“"Who are these strangers? What do they look like? What
makes them different?

"They are mostly Black. They are also Puerto Rican,
. Mexican-American and American Indian. They are all
citizens of the United States,

"They are male or female, and their ages range from
- 17 to 45,

“They are single or married, separated or divorced, have
no dependents or have one ©or mofe dependeénts. Often
though, they are dependent, themselvas. The American
system has made them so. !

) . .

. v . “Most all of them come from the cruel ghetto, barrio or

E l(: reservation where poverty, discrimination |and prejudice
P v | y

are the harsh realities of everyday existencej where

_the harsh realities of everyday existence; where 4q
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hopelessness reigns; where equality and-justice are
mere slogans; where a sense of nobodiness is deeply
ingrained in the human mind,

"Occasionally, they live outside the ghetto, barrio or
reservation, byt they still have not escaped the
clutching snares of poverty and racisnm,

"Some are very intelligent, Some have just ordinary
intelligence, Whatever their intelligence level is, one

can he sure of one thing--it is dreadfully underdeveloped,
Wasted!

, "Most of them have high school diplomas. A few do not,
but it really makes no difference, for nearly all have .
received an inferior education,
"Most have a remarkable ability to survive under the
most inhumane pressures -- to beat a vicious system that
cripples and emasculates. Sometimes the pressures are too
great for some to bear, and they fall by the wayside.

"“"They are bitter and show it, bitter and hide it. They

are militant and easy-going, too. They are lonely and

feel rejected, Sometimes they, themselves, reject, They
- are 'turned on' and 'turned off', too.

"They are confused and frustrated, Yet, they keep on

hoping, stru%gling, appealing, demanding the chance to be
somebody ,"/1

Virtually all of these students carry the "disadvantaged' label.
It is appropriate to explain what the label means from the perspective
of a black scholar, Dr., James A. Hoss, who has extensively studied
the problems of minority group students in Ligher education.

Addressing himself to the question of what it means to be disadvaﬁtaged

in America, he wrove:
"I think first of all it means bearing) some kind of visible
symbol of stigma..,Being 'disadvantaged' means BEING
dependent, We are asked to be dependent upon others for our
livelihood, for the quality of education we receive, and
for the social, physical, and:cultural amenities that
cormprise the environm¥nt in which we live. We are dependent
. upon others for being secen and for the projection of us that

Q ' others introduce into all forms of the mass media, We are
]E l(: ‘dependent upon others for the judgment that we make of
‘pursolVes and for the value that is ascribed to us in

- Tf,ff,if'gﬂkff N S




~15~

society's ordering and ranking of us in its nriorities,

] Being disadvantaged means being vulnerable, hurt, fearful
of rejection and often being declared surplus as a human
commodity,"/1% -

. Churchill provided some insight into the importance of self-
discipline as a concept tlhat has to be considered in any concern about

. the black man's struggle for freedom, Which involves the opportunity

.

Y to get an education the same as any other American. He Wrote:

".,..True freedom is the total submersion in, and willing
subjection to, the TKUTH...Hence freedom and system--
order, arrangment, discipline -- are inseparable...There
must be a sincere search for TRUTH first; discipline

. . Will be the natural outgrowth of the quést.

Inherent in discipline is direction. Direction is a
specific path of trav~l. Inherent in correct
discipline is a goal. Disci%line is the neans by
which a goal is achieved."/1% .

Churchill's comments, combined with those, of Moorman, Berrian and
Moss, lead us into an attempt to provide a clear and workable definition

of the concept of self-discipline--only as it relates to minority group

students in academia, and not anything else. It is a concept which must

be taken into consideration due to the greater freedom of time a student

N has in college. It is a concept which recognizes that it is up to the

student to plan and organize hés or her study time, leisure time, and
all other activities that are associated with academic life in whatever
manner and to whatever d:gree he or she chooses. %uch freedom of. time

in college can prove to be a pressing problem for the best student, let
alone the educationally and economically deprived minorrity group student.
Gften the initial shock of unscheduled and restricted time can be too

much of a temptation to procrastinate and "goof off." In light of these

factors, self-discipline, for the purpose of thies study, ie defined as

E l(j the student’s ability and will to train himself or herself to set
P o o

ppecifigreducationa}ggoa{giuggg_ponfg?m tqigfeacribed and orderly
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patterns of behavior in order to achieve succescfully Lhese goals. *
.Thua. the self-contained wili, efforts, and the achievements of
minority group college students to set a specific path of travel -

. toward a specific goal is the broad measure of sclf-discipline. The

degree to which it is exhibited by the students in this study will
be seen in the scction that follows. It is rated according to five
indicators., They are (1) class attendance, (2) punciual.ty in
attendance, (3) attentiveness in class, (4) prevaredness for ailass
‘and (5) nore-taking haklits. As previously mintioned, cach of these
indicators is strictly from the perspective .f minority group students.
Each is accordingly defined below. :
. Class attendance sinply refers to the student's showing '

up for class. It Is probably that this was identified as

an indicator because some college professors list class

attendance as one of the criteria for grades.

Punctualtty refers to whether the student gets to class

on rime, Most professers encourage punctuality, but
rarely do they penalize students for arriving late.

Attentivences 'in ¢lasa refers to whether the student
is listening to the instruction and whatever else
is golng on in the classroom. Some professors insist

tnat students pay attention. They often call on
students whom they feel are not paying atteantion. . Tt

2reparedness for class is defiaed in terms of whether

the student attended class with note-taking .
paraphernalia, such as pen or pencil, paner or - ’ -
noteboot, prepared assignments, and any other nateri-ls

that may be required for the instruction,

Jdote~-taking habits refer to whether the student habitually .
takes note: during lectures, group discussions and in
preparing reading assignments.

Tne ratings of the students, who were observed in the classrgoms,
are presented in the tables 1 through 5. The tables should be

Q examined with the understanding that no attempt was made to compare

ERIC

S the uinority_zroup students observed with their white counterparts.

.

. 2’2*::'&- paArrerns of these students were_ onlv avaTwatrtad Avainst_the —
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definition that was establish~d for each indicator by minority group
students, themselves. For too long scholars have atiempted to define
. minority group cxper?%hces by ;omparing them with white experiences.
Their definitions have not taken into account the fact of the
. differences in cultural backgrounds, factors of discrimination and
deprivations due tc race, perceptions as to what a college is all
about, and a host of other factors which cannot be compared.
The results of the observations for each indicator are shown
in tables 1 and 5. The courses are identified as A, B, C, and D.
The results were compiled by appropriately checking the Participa-
tion-Obsexrvation éorm for each student who was observed. (See Form
in the Appendix.) For example, in arriving at the results on
Attendance indicator, at each class session the proper check mark
was made on the individual student's Form to show Whether he or sie
was present or absent. Similar'procedurcs were applied in arriving
at the results for the other four indicators. An analysis of the
results of these procedures was made in an effort to make an
assessment of the degree of self-discipline among.the students in
the study. )
In order to insure that the tables are understood, it seems

necessary to make a few additional explanatory comments about them,

Course A was an under-~graduate Black Studies course in which 5

4

students were observed during 12 one-hour class sessions, Course B
was an undergraduate English course in which 25 students were
observed during 9 one-hour class sessions. Course C was an under=-
[: i%:( graduate leadership development seminar in which 8 students were ;3(3
,.K ‘

rorecrosieio enc) observed during eight two-hour sessions. Course D was another

. e T . T~
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were observed over 8 one-hour se¢ssions.
a
_The breakdowns indicate that a total of.44 students Were observed
deetng the 37 class sessions. All the students were randomly selected for
the stuly at the first session of cach class. Although two students were
absent from the {irst session of Cource C, rhe entire cight enrolled,

all minority groyp members, were nevertheless sclected. The observations

made during all 37 sessions were confined to the selected students.

Attendance Indicator

Table 1 shows that a total of 397 students were observed for
.attendance during 37 class sessions. It also shows that only 74 per cent,
or approximately three-quarters, were present insofar as the overall

!
picture is concerned. The poorest attendance record is reflected in

TABLE 1

Attendance Record of Minority Gruup Studints Lurolled in Four Courses at a
Higher Bducation Institution {n Western New York

*

H 7 Courstca and Hutber of
Studi nts Obsceved Over 37 Claws Sessions Total
Atcendan se A (7% B (zn € (%) p (2 No. (Z)
Present 46 (77) 167 (74) 44 (69) 37 (71D 294 ( 74)
Absent ” 14 (23) 58 (26) 20 (31) 1 ( 23) 103 ( 26)
TOTAL 60 (100) 225 (100) 64 (100) 48 (100) 397 (100)

Course C; nearly one-third, or 31% of the students were absent for all class
sesslons. For the other three courses, the absence rate oi the students was
close to one-quarter. The attendance details for cach course are shown in

Table A-1 fn the Appendix.
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Punctuality Indicator

-

The recording cf the results for chﬁs indicator, as well as for the
others that follow, began 10 minutes after the time the class was scheduled
to start. For example, if'a class was scheduled for 10:00 A:M., the
observation and recording started at 10:10 A.M. This decision was made
because in all of my four years of undergraduate study at the iastitution
where this phase of the study was conducted, hardly any of my classes started
until 10 minutes after the scheduled starting cime: However, this does
not mean that siudencs are short-changed, for some instructors extend the
class hour in order to complete their answers to questions raised near the
close of the hour, or to bring an activity to a lbgical end, or to give
assignments for the next class, etc. This practice was very evident durihé
this study.

By referring back to Table 1, it will be seen that a total of 294
students were present during the 37 class sessions. One hundred and
eighty nine (189), or 64% were late in getting to their classes for varying
amounts of time. The overall punctuality record for each class is shown
in Table 2. The figures in this table indicate that all 189 students were
late an average (median) of 9.f minutes. This means that one-half of them
were late for more than 9.%f minutes, and one-half fur less. What the
table does not show is that during the 37 sessions only 36% of the 294
students were present when.tye observac{ons began 10 minutes aftc;.che

scheduled hour. -

The median punctuality records for the individual courses are as

follows: Course A, 8.1 minuceslléte; Course B, 11.0 minutes late; Course

C, 9.6 minutes late; and Course D, 5.8 minutes late. Thus, the poorest

record for punctuality is reflected in Course B, with Course C runmning,

I V7Y s Vs £ Xs PR ¢ T+ V2D o 2 - 3 + 0% I
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TABLE 2

Punctuality Record of Minority Group Students Enrolled in Four Courses at a lighe
. tducation Institution in Western New York

T

ERIC

Aruitoxt provided by Eic:

no student in Course D was late for more than 10 minutes.

Attentiveness Indicator

According to Table 3, only $6% of the 294 students who were present at

the 37 class sessions seemed to be attentive during the full term of each

.

session. ﬂy furc thc best record among the individual courses is reflected in

Course C, where an ovcrvhclming 91% of the students seemcd attentive during

the entire class periods.

The rest seemed attentive most of the time. The

lowest attention span is reflected in Course D, where 55%, or slightly more

than one-third, scemed attentive "a little of the time,” and another 322

secmed to be paying attention “about one-half of the tipe."

S, Y < S

This suggests

Courses and Number of
Students Present During the 37
Class Sessions Total
Minures Bate. A B c . b No. (&)
1 thru 5 14 2y 11 10 64 (34)
6 thru 10 12 21 7 9 49 (26)
11 thru 15 10 18 8 0 - 36 (19)
16 thru 20 1 2] 6 0 28 (15)
20 & over 1 11 ¥ 0 12 ( 6)
TOTAL 38 100 32 19 { 189 (100)
A wmore detailed breakdown of the punctuality record for each coursc'may ~
be seen in Table A-2 in the Appendix. Two results stand out in this table.
They are, first, a total of 32 students, or one-fifth, of the students in
Course B were late for 16 minutes or more during the 8 sessions; and second,
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"y fable 3

Attentiveness (to Classroom Activities) of Minority Group Students Enrolled
in Four Courses at a Higher Education Institution in Western New York

Courses und Number o
Students Present During tke

- . . 37 Class. Sessions Total
. ttent an—-
(Attention apan A (%) B (% € (% D (% No. (%)
For the full time 15 (32) 102 (61) 40-(91) 7 (19) | 164 ( 56)
Most of the time 9 (20 11 ( 6) 4 ( 9 S5 (14) 29 ( 10)
About half the time| 9 (20) 28 (17)- 0 ( 0) 12 ( 32) 49 ( 16)
ittle of the time | 13 (28) 26 (16) O ( 0) 13 ( 35). 52 ( 18)
TOTAL 46 (100) 187 (100) 44 (100) 37 (100) | 294 (100)

-

that Llass.D students either had a very shorcu attention span, cr they were
not wvery interested in their class activities. While the students in Course

A and Course B reflected a higher attention Span thaA those in Course D, they
still reflected a high degree ;f inattentiveness. Greater details concerming

this indicator are shown for each course in Table A-3 ia the Appendix.

Preparedness Indicator

Table 4 shows that 53apercent, or slightly over one;half, ;f the 294
students were.obser;ed to have no pavaphernalia in sight for taking notes
d;ring all of the%r class sessions. This does not mean that any individual
student attended all classes without such paraphernalia, aithough a few
consistently did so., It simply means that a given student or a number of
given students might have had note-taking paraphernalia at ;ome classes and
not at others. It should be understoéd, however, that the students who

attended class with the necessary note-taking paraphernalia seemed consistent

in doing so. It should also be understood that there were contents, such as

) [E l(:‘ discussion of theories, definitions, and illustrations, that warranted some
s '
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note-taking by all of the students in all of the classes.

- Table 4

Preparedness (for Classroom Activity) of Minority Group Studentc Enrolled in
Four Courses at a Higher Education Institution in Western New York

-7
Courses cnd thp;r of
Students Present During
the 37 Class Sessions Total
Preparedness 14 2 B (% c (% D (%) |No. (2%
Had Note-Taking ’ A
Paraphernalia 26 (61) 63 (38) 23 (52) 24 (65| 138 ( 47)
Had No Noce-Taking‘ - / h
Paraphernalia 18 (39) 104 (62) 21 ( 48 13 ( 35| 156 ( 53) -
TOTAL 46 (100) 167 (100) 44 (100) 37 (100)| 294 (102)
_Students in Courses B and C stand out in regard to having no
paraphernalia at all or some of their classes. Yet, 1f regarded by theiselves,
. the same experiences for Courses A and D wouid also stand out, for more than
one-third of the students in each course had no note-taking paraphernalia
at all or some of their classes. There 1s no regulation which requires any
student to attend claés prepared to tzke notes, but there 1s a tradi;ion in
academia which mandates such preparedness. It is simply a matter of recognizing
that the vast majority of students in any college class cannot possibly retain
all of the vari-d and often complex knowledge that is commonly dispensed over
a full semester. To aid retention and absopption 95 the materials covered,
classroom notes are always handy aids. Without the paraphernalia to ckke
notes th student cannot equip himself or herself with such aids. (See
o Table A-4 in the Appendix for more details.)

ERIC

Note-Taking Habit Indicator
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paraphernalis (refer to Table 4), it cannot be said, as previously mentioned,
that any individual student never attended ail of his or her classes without
them. Consequently, Table 5 shows the note-taking habit for all 294
ctudents who were obse;ved during the 37 class sessions, whether they had
note~-taking paraphernaliﬁ or not at each session. It }s obvious, however,

. that the studeats who never took notes during a session were thoge who

i
attended classes without the necessary note-taking pafaphernnlia.

Table § i

.

Note~Taking Habits (In Classrooms) of Minority Group |Students Enrolled in
Four Courses at a Higher Education Institution in Western New York

Courses and Number of
Students Present During the
37 Class Sessiono Total

. Habit A (D B (D € (D D (D [N (D

Took Notes Through- . :
Out Class Period 4 (300 29 (17) 8 (18) 8 ( 22) 59 ( 20)

Took Notes Most of
the Time 2 (&) 13 ( 8) 5 (11) 7 (19) 27 (9)

Seldom Took Notes 10 (22) 21 (13) 10 (23) 9 ( 24) 50 (17)

Never Took Notes |20 ( 44) 104 (62) 21 ( 48) 13 ( 35) | 158 ( S4)

TOTAL 46 (100) 167 (100) 44 (100) 37 (100) | 294 (100)

Table 5 shows that over one-half (54%) ot all the students observed
never took any nutes during all or some of their classes. By contrast, only

. one~-fifth (20%) took notes throughout all or some of their class periods.
The poor néte-taking habits of the students are more evident when the figures

for those who never took notes are combined with those who seldom ..,k notes.

It reaches an impressive 71%. It is interesting to note how closely the

-

percentages fo;lntudents in this table who never took notes parallel the

percentages for, the students who attended classes without any note-taking

. 29

+
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paraphernalia in Table 4. The students' note-taking habits are shown in

greater detail for each course in Table A-5 in the Appendix.

General Analysis and Rating

Many minority group students, especlially those who matriculated, in
colleye through equal opportuni}y programs, Jo not achieve up to thelr
intellectual ability. Hardly any scholar who has studied the academic
gerformdnce of these students will disagree with this. Such underachieve-
ment will be especially reflected when these students are enrodlled in
basic foundation courses {n the humanities, natural sciences, mathematics
and social sclences. Their underachievement s %rcqucntly hidden, for they
end up with top grades when, under poo; guldance, they are allowed to
load up with Wﬁickcy’ﬁwuse" courses. Their underachievement is also
c;ncealed when they are enrolled in the basic foundation courses, and
are given passing grades only because they show up for classes and do
not cause any trouble. This freqqently happens. In many instances, some
inst;uctors will admit minority students to their courses with the pze-,
judgment that they are short on intbllgcgual ability. Such a prejdﬁgmens’
is of;en based on no more than the fact that the student comes from a
disadvantaged background. In some ctases, it is based on the fact that the
student has not done well on standardized test scores, or QOes not have a
strong grade-point average from a reputable high school. éﬁhp prejudgments
are uaﬂally very subtle. If th: student is unfamiliar with this aspect of
the "academic game," or is familiar but lacks the self-discipline and know-
how to "beat the game,' he or\she ends up short-changed, or, in the

@ rlance of the street, "getting the shaft" without knowing it. Of course,

2re are some who know that they are being shork-changed, but feel helpless

-
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to dy anything about it.
In explaining one of the chief reasons for the underachievement
. of EOP students, Dr. Albert Berrian presented these conclusions:

"Where inner city students are involved, we should not

be overly concerncd with academic performance as

measured by standardized tests, but rather by signs

. of genius. That is, signs of leadership and the

ability to participate ... The Problem they bring to

colleges and universities is not that of being short

on academic ability but that of having been poorly

guided and poorly educated...'"/16

In the light of these conclusions, the results in Tables 1. thro:gh
5 have to be cautiously evaluated, for any attempt to rate the level of
self-discipline among ﬁinority group students must take into account
some very crucial extenuations. They are: (1) the student's true
genius or intellectual ability that standardized tests, because of
cultur;l biases, may fail to reflect; (2) how well the students have
been properly guided and educated to discipline themselves for difficult
and demanding college studies; and (3) whether ‘the student feels that

. - he or she really belongs to the campus community.

In evaluating the preceding results in Tables 1 tﬁrough 5, one would
have to conclude that the level of s%‘f-discipling of the students observed
falls short of the requirements for academic success. fhié conclusion is
based on a 100% performance norm for each of the indicators. Ideally, the
establishment of the perfect norm for minority group students who enter
college with educational and related deficiencies is not realistic, although
it may strike some people as being too stringent. The fact, however, is
that self-(iscipline is a requirement for a sound college cducati;ﬂ, and
it should never be compromised, especially for the disadvantaqu minority

[: 11:« group students who enter college already with two strikes against them for

Aruitoxt provided by Eic:
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reasons other than a handicap in rveading, writing or mathematics. In
addition to their need to seriously and strenuously apply themselves in
trying to overcome Chgir educational handicaps, these SCu&enCS need to
apply themselves similarly in achieving the state of mind and habit patterns
that are necessary to suécessfully overcome theilr deficiencies and move
.

ahead. A 100 percent performance for each ind%cacor, therefore, should
ideally be the norm.

But realistically, it is too stringent a thuiremcnc)to expect the

disadvantaged minority group student, or any other student, to maintain a

1007 academic performance level in college. There are too many legitimate

reasons why this is impossible. Sickness is one. Various kinds of personal

emergencies are another. In some instances, students are so "strung out" with
anxieties, frustrations and personal responsibilities that they cannot con-
centrate, for example, on a class lecture. Perhaps these kinds of
circumstances are taken into consideration by scme college instructors

who allo; their students two or three unexcused ab;cnces during a semester.

In view of these factors, an 85% minimum performance norm was

arbitrarily fixed for rating the level of self-discipline that disadvantaged

minority group students must achieve as a basic requirement for productive
col%ege studies =- that is, for all of the indicators except punctuality.
Taking the attendance indicator first, because it is basic, the 85Z minimum’
performance norm was érrived at simply.by allowing for twe absences over 13
class sessions. This means that each student is aliowcd to miss 15 percent
of the sessions. Thus, 85 percent becomes the norm not only for rating

attendance, but also (again arbitrary) for the ratings against all of the

| ]El{J!:dcher indicators except punctuality. It is a way of emphasizing the fact
ooty

. "~ that education for the minority group student is serious business, and scrious
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"is depicted in Chart B.
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and Jemanding standards must always apply, rugardless of how stringent they
may secm.

Chart A provides an analysis of how the students, overall, rate

against the four indicators. The rating for the punctuality Indicator

The horizontal broken line in Chart A represents the expected 857
performance norm. The chart shows that the students fall below the norm for
each indicator, with what might be ;onsidered seriously low performance
levels for the "Preparedness for Class" (47%) and the "Note-taking Habit"
(29%) indicators. Their performance is a little better for the "Class
Attendance" (74%) and the "Attentivenmess in Class' (66%) indicators, but
it is still below the minimum level.

Considering the fact that college instructors do not start their
class activities ungil about 10 minutes after the hour it is scheduled to
bcgin, every student should be expected to bz p}esehL no later than 10
minutes after the scheduled hour. The reason for this arbitrary requirement
is simple; if the disadvantaged mindrity group students is to make the
fullest use of his or her educational opportunity, he or she has_to be
present vhen the zlas: starts in order to get everything the instructor
Hés to offer. éonsequently, punctuality should not be compromised.

Chart B shows that the students' punctuality level falls considerably
above the zero norm, which means zero minutes late. It has been previously
shown that, overall, the students were 9.6 median minutes laite. This
suggests that one-half of the studento are missing out on the knowledge
that their instructors impart for 9.6 minutes or mecrz, and one-half are

missing out on that which is imparted for 9.6 minutes or less.

Again, caution is urged in evaluating the results that have been
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.

presenita o o1, Wainly because some very crucial questlons are left
wnansw - v.  .u: erample, before reaching any definite conclusion, we would
need 0§ 1w vaactly why astudent was absent from class, or was habitually

late, or *ous RO aotes in class, ete. But answers .to these questions

”

were nut pu.sible, due to the way in which thi data in the preceding tables
Were cotsvebug. dowever, the investigator was able to make some observatiens

that pawv.d <l soree clues. These observations are included in Part III.
: i

It 15 ver, .o, that if all of the answers to these kinds of questions were

t

known, Loy would support the previously stated assumptions upon which

this study rest, . .
!

;
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PART III -

CONTRIBUTING FACTORS--~FROM THE
PERSPECTIVE OF MINORITY GROUP STUDENTS

The evidence presented so far would ordinarily lead one to cohclude
that most minority group students lack the necessary self-discipline to
achieve success in college. Some people would take this to mean‘chac
minority group students are innately lacking in self-discipline. Actually,
to reach a conclusion, on the basis of limited evidence, would be doing
these students a serious injustice, for no such conclusion should be
reached without giving due consideration to some ever-present and real
extenuating factors. The factors are external, and some are internal.

They have a great deal of influence'in shaping the habit patterns of virtually
all students in academia, let along minority group students.

The extenuating factors, as they relate to minority group students,
have been idoncified, analyzed and explained in countless books and
articles by social scientists, educators and journalistic writers. The
writings have provided a great deal of insight and understanding, and
they are obviously based on personal eixperience and research. All too
often, however, they reflect more the perspectives of the writers;

perspectives of the students tend to get lost in erudite analysis and
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This part looks at these extenuating factors from the perspective
of minority group students. The students identify their problemn. pive their
candid views as to the causes of the problems, and give many opinions
which 1ndiEaté how the problems affect the level of self-discipline they .

exhibit in college. Their comments provide a goud rationale for ‘

_discouraging unyon. I.om rcaching any definice conclusion about level of
self—disciplin;‘among minor}ty group students until other kinds of
related evident& is duly and seriously considered.

Attitudes and opinions were expressed by the students in response to
the question on the prepared questionnaire which appears in the Appendix.
The four colleges are identified as "College N,'" "College 6,"
"College R," and "College X.'" The decision not to identify them by their

real names was reached in order to discourage any reader from forming

any opiuion about a specific college, or making any hasty comparison.

The number of students interviewed at each college and the manner in
which they were interviewed are shown in Table 6. In regard to the latter,
two interviewing methods were used. One was the traditional one-to-one
method, which constituted 24 percent of all th; interviews. The students
intarviewed were asked questians in the order théy appeared on the
questionﬁaixe. Their responses were simultaneously recorded. Participation--
observation was the other method used. It generally proceeded with the -
interviewer joining a small discussion or "rap session'/17 already in
progress. These sessions usually took place at a campus harigout, but a
few were 4t social gatherings off campus. After phasing into the group,

i

the interviewer would determine the appropriate time to turn the "rap" to

1 -
[E T(:)me aspect of the college experience. This is easily done, for minority

Aruitoxt provided by Eic:
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group students, like any other students, are always ready to talk about
their %ollege experiences. Onze the "rap" became so focused, the inter-
vicewer would explain that she was conducting a study in the hope of
coning up with some solutions to problems that minority group stud;nts are
axnericacing in college.

The interviecwer invariablv ended up 'cading the discussions, in the
sense of raising peinted questions, and eliciting responses from eacﬁ\'
member of the group. The “rap" would continue until all of the questions
cn the questionnaire were covered, however, not necessarily in the srdex~
they appeared in the questioanaire. Some sessions lasted as long as
three hours. In a few instances, the "rap" continued into a subsequent
session. Hherf;this happened, members of the group always returned. It

seemed they vere most cager to contribute their knuwledge and experiences

ta the study.

interviewer te take notes during the sessions.

Table &

Number and Types of Interviews Conducted with 152 Minerity Group Students at
Four iew York State Colleges. .

Members of the group were always perzfcctly willing for the

ERIC

Individual Group Interview Method Total
Interview
Institptions Method
No. of No. of do. of b4

No. of Students Groupse Students Students
"Callage N 20 12 65 85 (56)
"College 0" 6 5 26 32 (21)
“College R" S 3 15 20 (13)
"College X" 5 3 10 15 (10)
. TOTAL 36 25 116 152 (100)
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Table 6.also shicws thaot 116, (76%) of the 152 students were interviewed
ia 23 groups. The ;cmaining 247 of the students were interviewed individually.
Slightly over one-half of the total number interviewed attended "College N."
Here it might be hulpf&l to explain that the interviews at "Ccllege N"
took place over 32 days. {(Two and sometimes three Sessions Were required
to cover all the questions.)\ The interviews at "Collece 0" extended over

four days, and three full‘dayé\were devoted to conducting all of the

\ ' .
¢ Interviews at “"College R" and "Gollege X." '

Financial Aid .
. Table 7 shows the methods by which the education of the students
interviewed is financed. Fifty nine percent (59%) reported that they
receive financial aid that is made available through the special E.C.P.

. i
of the State of New York. Ordinarily this would mean that only 59 percent

of all the minority group students attending the four coileges receive
E.O0.P. financial aid. However, there are good reasons to believe that
the percentage is much higher. furchermore, it is a fact that some
minority group students are reluctant to admit their E.O.P. status.
This reluctance is discussed wore fully later on in .this part. It may
partly explain why there were 117 of the students in this table who
did not reveal how their ed.cation is financed.

Also according to Tabi. 7. the education of a combined total of 28
st.deaes, or 18 percent, is financed through educatiunal loans or private
scholdr;hips. In regard to the former, several of the students stated |
that theirs were governmental icans. The private scholarships were

generairy provided by foundations or cormunity organizations whicn raised

Q ey specifically to help .finance the education of minority groups.

Aruitoxt provided by Eic:
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,

Such scholarships are usually given on a competitive basis, with

. scholastic achicvement or academic pronise being one of the primary

- qualifications.
* Table 7
' Methods by which the Education of 152 Minority
. R Group Students at Four New York State Colleges are Financed
Financing Method Number of Students Total
No. of
“College N “College O" “"College R" ["College X" Stﬁdoﬁts (2)
. EOP Grant-in-Ald 50 20 1 - 8 89 (59)
Educational Loans 6 5 1 P 14 (9
Privdte Scholarship 8 2 2 2 14 (9
V.A. Grgn:-zn-Aid 11 4 3 0 18 (12)
N No Reapoﬁge 10 1 3 3 .17 (11)
N TOTAL <85 32 20 15 152 (100)
3
~ What is not shown in this table is an important revelation which came
out of the discussion of fiumancial aid: Nearly all of the students interviewed
expressed a gruat amount of concern about the inadequacy of their grants-in- ‘
aid. As the result, the students were either working”full-time or part~-time,
or were actively trying to. find work. A significant number of these students
indicated that they had to use many of the available welfare services, in
r A . .
order to cope with their financial problems. Chief among these services ver~>
v food stamps and Medicaid. Many E.O.P. students had dependents, and

complained about the lack of financial allocations for their deperndents. The
~— I Uy -
. ffiijigfg_ggﬂ;hievtnfs?hation to self~discipline will be discussed later on

in the report.

ERIC : oa ﬂ '
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Attitude Tovard College .
Each student was asked how he or she generally felt about his or her
: %

expericnce as a college student. The responses are shown in Table 8. , ’ -

table 8

. General Feeling of 152 Minority Group Students
at Four New York State Colleges Toward Their Experiences as College Students
Y

General Number of Students Total \
Feeling “College "College | "College | . "College No. of
ul (€3 o' () : R" [¢3) X () ‘'students ! (%)
Mostly Positive 28 (33) 12 (38) ) (30) 10 (67) 56 ) (37
Hostl )

Negitive 25 (29) 16 (50) 8 (40) 1 (7 50 (33)
Mixed 29 (34) 2 ( 6) 5 (25) 4 (28) 40 (26)
None Stated 3 ( u) 2 (6) 1 (s) u 0) 5 ()

\ —

[ 85 f(looﬁl 32 |(1oo) | 20 (100) 15 (100)] 152 (100

.

Overall, 37 percent o% the student expressed feelings toward their
college experiences that were mostli positive, while about one~third expx?ssed
feelings that were mostly negative. Slightly over one-fifth had mixed feelings,
that is to say, they said their expericnc;s had been equally.positive and
negative. Interestingly, 50 percent of the students at "College 0" expressed
mostly negative feelings, as compared to the 38 percent who expressed
feelings that were mostly negative. Similarly, more students at "College R"
cxprcsseé negative feelings that positive ones. Dy contrast, an impressive
majority (67Z) at ''College X" felt positively about their experiences as
college students. It is most intercating that none expressed any negarive
feelings. A similar contrast is rcflected in the responses for "College N,”

.’
Q
ERIC .
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heuwever, the differentials are nowhere as sharp.

In virtuaily every instance where negative feelings were expressed,

1

the students made some reference to the racism as the cause. A significant
number told of specific experiences whic? made them feel unwanted at their

) \
college. A significant number also said\they did not feel they were

.

)
"learning <nything." These similar bases are discussed in greater detail

!

i

in subsequent sections. \

The positive feelings of the student$ at "College X" were generally

explained in terms of satisfaction with the counseling, instructors and

\

various actious by the college to make minority group students feel like

they belong. A comment by one student was typical of these made by
several "College X" students. He said:

"When I walk in this nlace, they (instrdctors and administrators)

let me know that we aren't there to play.r They told me I had

to 'dig,' and they let me know that people were standiag by

to help me if I couldn't 'swing it' ... This program is

together." - .

Generally, the students who had mixed feelings gave explanations
which indicated that their negative experiences lended to be balanced by
positive ones. For example, several students at hCollege N" alleged that
some of their white instructors were prejudiced toward black students.

l On the other hand, they cited instances in which their best mentors and
. instructors were white. Several students at "Collcge 0" felt that attending
{ college was a waste of time. On the other hand, they felt that the college
is bringing in more concerned instructore and administrators who really
want to help minority group students.
L
A very large number of the students at all but "College X" felt
that the instruction they were getting would not really be useful to them
O

[z l(:‘ in the future. Some of these students referred to specific courses which




- 38 -

they considered to be useless. Others expréssed great doubt that a college ,
/

. degree would be of any value in their efforts to get deceﬁt jobs. They //
based their doubt on the fact that specific personal friends and acquaintances

had degrees, but could not find jobs. A very significant number ;f EOP

e
students nade comments which clearly indicated that, to them, the

A
AY

opportunity to attend college was a temporaXy form of pacification. "In

this regard, a student at 'College R" made/che following comments which

I3

were typical of most: S

"The 'man' lets Blacks go to coyiege to get them off the
streets ... anything to calm tlhiem down so they won't riot ...
Don't worry about educating them; just let them sit there

(in college) for four years.?

4

Attitade Toward Learning

é%ble 9 reflects the feelings of the students about their learning
experie;ges. Overall, 26 percent felt they learned all of tge time.
Another 22 percent felt they learned most of the time, thus giving a
combined total of 58 who expressed favorable opinions about their learning
experiences. It is significant that approximately one-third of the
students felt they learned little (20%) or nothing at all (13%).
In examining the figures for the individual colleges, two findings
stand out. The first lies in the great contrast between the number of students
at "College X" who said they lcarnmed all the time and most of the time,
and the corresponding number at the other three colleges. A combined total
of sixty percent (60%) at "College X" expressed these favorable feelingé,
whereas between 41 and 45 percent felt simiiarly at"College N" (44%),
"College O" (41%), and ''College R" (45%).
ERIC

I ydent at "College X" nad a negative evaluation of his or her learning

The second finding that stands out in Table 9 is that only one

- - - - —
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Table 9

tlow 152 Minority Group Students at Four New York State
Their Learning Expericnces

Colleges Felt About

percent at "College 0", and one-fourth of those at "College R felt they

learned little or nnthing at all.

These findings show a?§lose correlation with those in Table 8, which

»

[
shows that "College X" students have more positive feelings about their college

experiences than the studen%s t the other three colleges. The question that

1
\

naturally follows is the reason for this difference.

~

Some of the answers

were clearly evident in the comments that "College X" students made while

explaining their feelings about college experiences in general.

Several

gave specific examples to illustrate how "College X" had successfully created

the kind of organization that accommodates the special needs of its E.O0.P.

students.

talked about their satisfaction with their counselors. They described the

45

They described the harmony they felt with their instructors.

They

Number of Students Total

General Feeling "College ""College ""College "College No. of
N" (¢4 0" (% R" (¢4 x" (%) [|Students (X,
»Learned all the time 21 (25) 6 (19) 4 (20) 9 60y | 40  [(26}

Learned most of the ' 1
time 16 (19) 7 (22) 5 (25) 5 (33) 33 (22)
Leamed sometimes 11 (13) 8 (25) 6 (30) 0 ( 0) 25 an
‘Learned little 21 (25) 7 (22) 2 (10) 1 (7 31 (20)
Leamed nothing 13 (15) 4 (12) 3 (15) 0 (0) 20 (13)
Other 3 (3 0 (0) ) (0 0 ( 0) 3 |2
TOTAL 85 100) 32 (100) 20 (100) 15 (100) 152 100)
experience. By contrast, 40 percent of the students at "College N, 34
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administrators of E.O.P. with a great dual of warmth and respect, in tcrms

such as: "Their hcads are together, they are people we can depend on,"

"thev know what's happening,* "they mean businuess, they don't stand for

N

' Que student who was most vocal expressed the general

4 whole Jot of jive.'
feelings of the other students In her group when she said: '"We've got some
counsclors and dircctors we are proud.of and can look up to. They know
their business, and know how to make us feel we can make it."

""College R'" students seemed to express stronger negative feelings
about their learning experiences than the students fro;(the other colleges.
More made comments which conveyed the impression that their instructors and
E.O.P. aduninistrators did not care whuether they learned or not. Several
"College N" students openly acknowledged their c?ucation was a "bust," and,
interestingly, a:tribhted it to the incompetency of counseling services as
much as any:hing else. All but two students in a group 8f eight in one

"rap session' were not sure who their counselors were.

’=2§§§§e Qutlines of Syllabi

s ;
It is an established practike at colleges and universities that

instructors furnish each student with a course outline c¢r syllabus at the
beglining of the semester. This practice seems to have been established out
of a regard for the right of every student to know what can be expected from
a course, and what is expected from the student. It stands to reason that
if a student is informed in t;;se respects, he or she is likely to be better
pFepareg for understanding the type of d&scipline that is ﬁécessary for a

course. In this context, an inquiry was made to determine the extent to

wh.:h the students were accorded this right. The results are shown in Table

-

P e
o
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Table

10

Extent to Hh}ch 152 Minority CGroup Students at Four New York
’ State Colleges Received Syllabi tor Thetr Courses

O

Aruitoxt provided by Eic:

H

Recetved N:mbcr of Scudcn:s - Total

Syllabi "College College College College No. of
o ) o %) R" %) X" (%) |Studentsf (%)
For each course 12 (15) 4 (13) 4 29 8 (53) 29 19)
For some courses 25 (29) 3 (9) 2 (10) 4 (2;) 3 [22)
For few. courses 20 (24) ‘9 (28) 5 (25) 0 ( 0) 3 ((22)
For no courses 27 (32) 16 (50) 9 (45) 3 (20) S5 |(36)
Total 85 (100) 32 (100) 20 (100) 15 (100) 152 )

ERIC

receive syllabi for all of their courses.

sipgnificant revelation in Table 10.

An overwhelning number of the students interviewed said they did not

»

This is no doubt the most

Looking at the combined totals, only

17 percent (less than one-fifth) received syllabi for each course. By

contrast, over one-third reported that they received no syllabi. Nearly

one-half (a combined total of 47%) received them for some and a few courses.

Considering the figures for the individual colleges, the students at

"College X" appear to have been given a greater advantage in this regard.

Over oae-half received syllabi for gach course, whereas no more than

one-fifth at any of the other three colleges received them. It is striking

that one-half of the students at "College 0" and nearly one-half (45

percenz) at "College R" said they received none.

In assuming that these statistics are representative, two inferences

can be drawn from them. FPirst of all, the right of all minority group students

to know what a course is all about, in accordanc: with establigshed traditions
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in academia, does not appear to be assured. Secondly, by denying minority
group students this right, coilcgcs and universities are grossly remiss in
their obligations to help them to achieve that level of sclf-discipilnc
that is necessary for academic success. If the'nccessary sclf-disciplinc is
lacking, it is highly.unlikcly that anyone will be able to cope suchssfully
with the rigors and frustrations that are ever-present in the college
experience. This is especilally true in the case of those minority group
students who have encountzred many social and cconSEic disadvantages

before entering college, and those whose high school experiences have

nrovided very little preparation for college studies.

Problems Identified

Usually whenever black students get together in any type of social

gathering, their conversations invariably focus upon spccific nroblems
that individual members engounter in the classroom, in administrative
off ices or in nonf cademic social relationships on campus. The same is
true for other mipority group students, especially Puerto Rican Americans.
In this sense minority group students are generally no different from
their vhite counterparts. However, there is one very pronounced exception:
The problems talked about by minority group students are, in many instances,
seen as. be. *vidence of racist practicc; on campus. This deserves some

N serious consic. .ion, for some of the experiences these students related
would suggest that ‘sm 1s very much alive at the colleges involved in
this study. Furthermore, they.would suggest 2 strong correlation betweea

the problems that these students relate and the ievel of self-discipline

they exhibit.

Q :
[z l(:‘ In this context it was deemed important to find out what the
. '

| a8
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students coqgsidered to be their most troublesome proolums and whom they

felt to be relponsible for them. Consequently, each student was asked

to name the biggest problem that he or she faced in trying to get a college
educatfon. No limit was placed on the number of problems they could

nate. Their responses are shown in Table 11, which shows a total
of 14 problems. Altogether, they were mentioned 857 times.

. For the purpose of analysis, the problems in Table 11 are
classified under two headings: Institution Defects and.Personal
Assessments. Under Institu;ional'Defects are the problems which the
respondents viewed as having roots in the operating system of the colleges.
Problems listed under Personal Assessment are those problems which the
respondents viewed as being rooted in short-comings resulting from their

past educativnal experiences. The classifications are as follows:

Ay
Institutional Defects Personalsessment

Inadequate finances

Racist practices

Prejudiced instructors

Prejudgment due to E.0.P. label

Unavailability of needed help

Unfair grading practices

Nothing or little to do

.Rejection

Having to settle for less
rigorous majors

Tough academic competition
Inability to understand system
Inability to maintain schedules
Constant pressures

Not learning much

Institutional Defects

Prejudgment Due to E.0.P. Label

This was the most frequently mentioned problem in Table 1l.

Interestingly, it was also mentioned by an impressive number of respondents

who were non E.O.P. students. Virtually all of the respondents made comments

which indicated that they deégly resented the E.O0.P. label, explaining

that it caugsed them great embarrassment. An E.0.P. student at "College N"
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Table 11
Wivgest Prollesrs o ea by Mirority \Gronp
Siudents dat pour Hew York Srave Collepes
. ﬁ :
P SN \
lieat Tiollem . Nupber of Tiwmes Yeontionee Totn
b - “e and "\:O&)'e}‘,e. "COA&“ge . “CO&).G",e . '.FOI%\Gg‘i ngr’gf‘ (%)
Inadequate Finances 54 17 12 12 \\ 95 (11)
Tough academic competitipn 23 11 6 3 43 (s)
Unable to understand the ’
college system 31 8 S 1l 4y 1¢5)
Inability to maintain R
schedules ) 28 12 7 3 50 (6)
Racist practices L 52 2u 16 2 9i i (11)
Constant pressures in
trying to keep up 29 9 5 4 47 (s)
sdiaving to settle for :
less rigorous majors 25 10 10 1 46 (5)
i
irejudiced iInstructor -
and administrator 51 13 - it 4 82 (10)
Prejudged due to
£.0.7. 1label 56 23 13 11 103 |(12)
Unavailabllity of v
needed help 41 18 5 0 62 (7)
“nfair grading practices 35 4 7 2 48 (6)
Nosning or littie to do »28 1% 8 3 51 (6)
Yot learning auch 33 li 3 1 50 (6)
kejection 28 gl 7 1 . uy (5)
TOTAL 514 181 \ 118 48 857 (100)
. l -
o ' )
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expresscd f£calings that were typical of many of those -cxpressecd. He
said: \\
"I'm ashamed to let anybody know that I'm a so-called E.O.P.
student... I had a teacher who found out, and threw it in
my face right In class. That dude made all kinds of snide

remarks about 'you special students' that made, me feel like

a social academic outcast."

The general feelings of non E.O0.P. respondents were typified by
the comments by a black female from "College N." She said:

"We are stercotyped whether we are E.O.P. students or not.

Most of them (faculty and white students) automatically.

assume that all minorities have lower class backgrounds...

that we arc academically deficient ... that all of us are

1css,intclligcnt and have to be trcated as special cases.,..

Let's face it, if you are a member of a minority, you've

got to carry the 'disadvantaged' or 'them' stigma., WUe

are stigmatized from beginning to end." )
Inadequate Pinances

This was the second most frequently wentioned problem. The
respondeq}s who named it explained it in terms of insufficient money.
Beyond that, many E.O0.P. respondents said they met with great difficulty
in trying to get administrators to review their financial needs, and
give them honest answers about the financial aid picture. Several
described how their financial aid was not adequate enough to support
themselves and their dependents up to minimum standards. Several without
dependents complained of the refusal by the financial administrators to
consider the steady increase in the cost of living. Just about all said
they were forced to take full-time or part-time jobs in order to make ends,
meet. Several admitted that having to work made it virtually impossible
for them to keep up their studies. Several related experiences which

guggested that. their work obligationsroften took precedence over their

education, even though they were carr;%ng full academic loads.

. 51
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Racist Practicer

This was the third most frequently mentioned problem, although the
respondents' descriptions made them seem very similar to most of the other
problems mentioned. However, in order to reflect the respondents' cxpressed
fecelings, the problem was tabulated separately whenever the term "racist

racism’ waa\specifically mentioned. Students at all four

practice" or

colleges openly alleged that "racist practices" were exemplified in all
aspects of their college experiences --- in classrooms, in financial aid
offices, in student activities, in che allocation of non E.O.P. assistantships,
etc. Several stated that the E.O.P. label is a manifestation of racism.
A "College X" student voiced the sentiment of his peers in one "rap
session”" with these comments:

‘Hanging the 'disadvantaged' or 'special' tag on us is a racist

practice...I know white students who get all kinds of financial

aid, but you never hear anybody calling them disadvantaged or

special...The 'man' (college administrators) just wants to make

sure you E.O.P. scudencs are tagged properly so you can be

kept in your place."

A "College 0" respondent felt that racism was reflected at her
coliege by the professorr who never called on minority group students
to recite, regardless of how much they raised their hands. "w%en I
went to him to discuss the poor grade he gave me,"” she said, "he said
that none of you students got good grades because you didn't recite in
class.”

Several “College N'" students were sure that racism was the reason
that only a few minority group instructors were employed at their college.
A "College 0" student attributed the "messed up" financial aid situation

at her college to racism. Another '"College N' student felt that racist

)
]: T(jraccices were the main reason that black students were pushed into

Aruitoxt provided by Eic:
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supporting militant student organizations, even though -they were often

'turned off' by the organizations' leadership. A student at "College R"
had this to say on the subject:

"... I go to get some information about a course I wanted to

t sig. up for. The 'chick' sitting in the office saw my

blackness before she even knew what I wanted...She just gave

me some 'Jive' that made me know she didn't intend to give

me the informatinn T wanted...Now whenever I have a problem

in that office, I get somebody else to handle it for me."

One of the most interesting revelations from the interviews were
the suggestions that many minority group students do not easily succumb
to defeat over what they sincercly consider to be racist practices at
thei: colleges. This was illustirated by the games they play to beat

racism. These games were referred to as "defenses," and are played at three

of the colleges. The one mentioned most frequently dealt with the

"defense” that, accurding to several respuudents, many minority group students
;se to avoid being given unfair grades by instructors whom they feel are
prejudiced. From the comments made, fhere is appzrently a pervasive

feeling among minority gro;p students that when a prejudiced teacher

learn their names, their grades are then determined, and they are most

A

N b \
likely to be poor or barely passing, regardless of the quality of work.

1
A

A "defense" used at three colleges to counter this was explained in this

way: Many minority group students are advised by their friends who are "in
the know" to learn to remain "anonymous" or "invisible" (meaning pnobcrusive
and unostentatious), never ask questions or take partlin the class discussion.
If the instructor cannot associate a name with a black or Puerto Rican face,
there is a strong chance that papers and exams turned in by them will be
graded as liberally as those tyrmed in by most white students. Because this
game worke only in large classes, many minority students are advised by

their friends te only elect courses which have large enrollments.
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According to a respondent in one sessiua, soa; "brotgcrs and sisters” ‘
fuorantee for tgunaulvcn fairncss in grading by havidng a white friend get
miq—t(rm grades fo; them. The friend simply gues to the Instructor, gives
him or her rhe nare of the minarity(sLudcnl, and requests the grndc. Not
. being able to fdentify the white Studeut by na;e. the teach r gives the
grade thinking {t's the white student's. nludunt¥ deseribing thas game
sWwear that it usually *esults in a fair final grade. -
Edch year at one of the colleges minority group students prepare a
"white list." This is a list of instructors whom they judge to be prejudiced
toward minoritivs. The list is circulated among the "in" sﬁudents with the
advice that they should avoid enrolling in the courses taus' t by instructors
. 1
on the list. The name of one top-ranking professor of education was placed on
the list after he was reported to have stated his opinion that, "only middle
\\\ class black students should be allowed in the college." Furthcr. according
to the report, the professur explained that the college did not have any
\\b oblem with black students until the new E.0.P. group was let in. Whether
t:}h opinion had a racist basis or not, the’ student whoc heard it considered
it to be proof of the racist attitude of-the professor. He made the list.

N

: Prejudiced Instructors and Administrators

-

This problem was mentioned 87 Fimes. It was explainea mostly in terms
of offensive behavior or comments bi individual instructors and administrators. .
Several respundents alleged that some of their instructors harbored animosity
tow&gd Blacks and aother minorities strictly on the basis of their race.
Refercnces to spucific allegations of the prejudicial nature of instructors

and administrators were a recurring commentary throughout the interviews.
For example, a respondent from "College R" concluded that his psychology
Q . - .
FRJ(Crofessor was prejudiced on this basis: “He spends a lot of time telling how
e - . ]
. inferiozr black people are, and he always looks zight at me.. Several "College



a

N" respondents were convinced that no Black er Spanish student geceived a
fair grade from a particular professce because he disliked a1l members of
these groups. A group of respondents [rom "College N" and "College R'" said
they could scnsc when an instructor 'bated' minority group people bi‘the way
he or she treated subjects that dealt with minorities.

«

Unavailability of Necded Help

The students who named this as one of their biggest problemé'mainly
referrcd to the following kinds of situations: Their inability to get someone
to help them to fully—understand a paper assignment; their inability to
get help with an emergency financial problem; and their inability to get
some minority faculty members to talk with them about academic and
personal problems; The latter was a prevalent complaint heard at all the
colleges but "College X." Another ﬁad to do with the lack of good academic
advisement and counseling. The respondents related various kinds of
experiences which inaicated tﬂ;t advisement and counseling amounted to no
more than "passing the buck." Several complained that they often went to
their advisors or counselors for emergency help only to be referred somewhere
else. Very often they were again referred back to their counselors, some

statzd.

—

. Unfair Orading Practices

A belief that minority group students are unfairly graded was mentioned

. 71 times, apart from the nther problems discussed. This problen was further
explained in terms of prcjudiced instructors gi;ing te type of tests on which
minority proup students show up the poorest. Essay and oral tests were
mentioned. A general belief was expressed that by using such tests the

1 -
]E T(:~ instructor is able to fix arbitrary grading standards which may differ from

Aruitoxt provided by Eic:
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lower grades. v

Scycral of the complaining students felt that objective examination
such as the multiple choice, is the best type to prevent the 1nstructo;s'
bias from coming into prlay. Sevcral othurs felt that a combination of both
might be ascd, provided thg instructors gave minority students a chance to
defend the questionable points they make in the essay exams. Some students
felt that this was impossible Inasmuch as their examinatfon papers are
never returned.

Several respondents admitted that they received very low grades on
CRE (Graduuaie Record Examination) and LSAT (Law School Admission Tests) and
were, therefore, rejected from admission to graduate school. They felt that
these and similar exaninations were developed for students who had had the
best high school and college education.
. Groups of respondents at "College N" and "College R" were convinced
that some instructors gave poor grades to all black students who tried to
relate an essay test question to the Black experience. A typical explanation
was given by a "College R" student who made these comments:

“You are 'dead' if you try to relate a test question to the

black experience...Any Black student will tell you this...

Some teachers are so up tight about the black thing that

they automatically penalize you if you try to show how
a theory does not work in the Black community.

' Rejection
A feeling of "rejection'" was mentioned 76 times as the biggest problem

that faces minority group students. Student after student related incidents

they 'had experienced both in the classroom and on campus which made them
feel like they were outsiders, and were not wanted. These experiences

)
]E T(zvere made in reference to specific problems already discussed in this seztion.

ST\ n impressive number stated that they felt like intruders, invading the white
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man's domain.

Vothing or Little to Do
The respondents who named this problem explained it in terms of the
abseace of cuough soulal«qgg culturally relevant activities on the campuses
— |

that intercst most minority group students. Culturally rclevent activities

were described as black drama, Spanish music events, black and Spanish art
»~

and food, etc.

Personal Assessment

A siénificant number of the respondents exhibited a refreshing openness
in naming problems that they felt to be attributable to minority group
student;, themselves. These problems are classified under five headings.

As previously mentioned, they give some indication of how minorit; group
(students assaoss their own shortcomings, especially if the circumstances are
{right for making such disclosures. To publicly admit personal shortcoming is
/not always common among minority group students. Because of the lbng hisfory
of exposure to institutionalized racism, the common practice is for them to
minimize or ignore their personal shortcomings and, instcad, emphasize the
external conditions which cause and perpetuate any shortcoming they might
have. During tne interviews, wany of tEE studencs welcomed the opportunit& to
discuss what they, themselves, considered to be the shortcoming: of minority
group stuéents. In one "rap session," a "College N" student put it this way:

"Look, we've got to be honest and iqy our own defects on the

table...That's the only way we can gﬁ@ around the racist

practices we are faced with every day on tlis campus...Take me,

I'm not afraid to admit that I've got ég@e real problems, but
that doesn't mean I"can't do the work."
\

Academic Competition 57

\

"Tough academic competition” was mentioned 43 times as the biggest

srablem that minoritv group students faced. This problem was larsgely
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explained in terms of the students' inability to compete academically with
their white classmates. Whenever this explanation was given, it was usually
explafned further that most white students perform better aéad#migally
because they are from middle class backgrounds, and have had a better pre-
college cducatfon. The prohlem was also cxblained In terms of educational
contents and methods that favor white middle class students. In this context,
several of the }espondcnts felt that most minority group students are trapped.
They are compelled to go into classroom situations where it is impossible
for them to compete. Some complained about their inability to get the
kind of tutorial help that would enable them to keep up and better compete.
Some felt that they could do better if they did not have to work in order to
attend college.

An impressive ﬁumber of the students interviewed explained that they
dropped specific courses, such as mathematics and science, begause their
white classmates were too far advanced. The explanation of a "College X"
student was typical of one that was commonly given at all four colleges.

He said:

"From the first day, the white 'cats' in my math class ‘'moved'

(going at a rapid pace). They didn't have time to wait for me,

so I just dropped the course...One day the teacher put some

symbols on the board that I'd never seen before...I didn't N

want to be the only one to show that I didn't know what it

meant...I{know I can get that math, but I need a slower pace." N
4

Another explanation was given by a "Cullege N" student, who said:

"The average white student is college-oriented from the time )
he starts high school. He is placed in college prep courses,

and is basically prepared for the college courses that are

needed for science majors, in contrast to the average E.0.P.

student...The average E.O0.P. students are herded in non-college

courses where they are allowed to praduate without taking a

whole lot of math, English or scie- _e...When we get to college,

we have to compete with the college prep white students; and

they don't have to compete with us."

LRS-
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Significantly, an impressive number of the respondents
said that many of‘theip instructors were gradugtc students. A
few said they were sometimes taught by undergraduate students.,
Virtually all who:mcntioned this concern fclt that this tended
to intensify their problem of not being able to compete With their
white counterparts. Some of the substitute teachers Were des-
cribed as being smart, but they tend to have little patience with
slow minority group students, several of the respondents felt,
Some of them further explained that it is common for a faculty

.

instructor of a course to appear at the first class session,

and then turn the class over to a student assistant.

Unfamiliarity with the System

This problem was mentioned FZ times as the biggest -problem of
minority group students. It was mostly explained in terms of the
bureaucratic red Lape the students encounter in moving through
their college experiences., Many of the respondents said that
the average mincority group students do .not know what to do or
where to go in trying to solve academic ané non-academic problems.
Some felt thqt the greatest problemljes in trying to get accurate
information about‘qollege services and procedures. Many explainhd

tnat they were helplessly caught up in a "buck-passing" syndrome,
and are urable to do much about it, They related example after
example of being referred to several offices to take ~are of

problems that could have been dealt with at the first office

" visited., A surprisingly large number of the respondents indicated

their vagueness about crucial academic or academic-related
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Inabicity to Maintain Schedules . ‘ \ v

\

, ?
The Jdifficulty of maintaining dem%ndinﬁ classroom schedules «

<

Was spesifically mentinned %0 timeo. It was largely explained in
terins of the minority student's desire to repularly attend classes
Wwhile at the same tine keep up with a demanding job or personal
cbligation, Schgal respecadents explained that they resided off
campus, and often experienced considerable difficulty in setting
o class on time. This was frequently due to transportation
sroblems, Several admitted that their class and job schedules
left little time %or Fhem to go to the library during the day.

For various reasons, most found it difficult to go to the library
in the evenings and.on weekends. Some admitted that keeping

pace with demanding academic schedules was a new experience.

Constant Pressur:z L e
3

The constant prcssuvé,,oflzﬁying to keep up in college

'

“as specifically mentioned 47 times as the biggest problem that
N

LaNs
m.horlity group students fate. This problem was generally explained

lie ternms of the mental anguish and frustration that minority group

- . !
stulents feel as the result of whe kinds of the problems that have
Q . «
FRICeen nreviously discussed. For example,, many of the students
P o v ) RPN
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admitted that they were under great pressure in trying to eons

survive under complex and often discouraging conditions in achcmlag -

- ¥ 1
A few made comments which indicated that their greatest problem '

lay in trying not to let their frustrations get them down. A

large number of the pressures arose from concerns ab;ut inadequate
financial aid. Beyond that, efforts to get "honest answers" :
and serious attention to complaints created constant pressures.
Several respondents at all four colieges claimed that they ar;
constantly being pressured to angrily demonstrate their diggieasure

over the inequities they face in college. Trying to resist this

particular pressure was reported by many as one of their most

v
difficult problems. They felt that the past had not produced \,
any real results. ) ‘ o ‘
I PN
Not Learning.Much . I
One of the most significant revelations that came ou;'of B

-~
¢~

the interviews was the extent to which the respondents equatec a, .

college education with the acquisition of specific skills that wild

assure them jobs. Many complained of not learning skills which
would enable them to secure jobs. Interestingly an impressive
number attributed this to their failure to take courses that
concentrate on skill development. The following comments by a
"College 0" student were typical of those voiced by respondents
- at the other colleges. She said:

"I am a senior, and all I will have to show for my top

grades is a piece of paper which says I have a college

degree.,..Employers are looking for specific skills...

. If I had to start all over, I would select nothing but
[: T(j courses that will get me ready for a specific ]ob... -

Aruitoxt provided by Eic:
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Very few of the respondents explained the types of specific

skills they had in mind.

Responsibility for Problems

Toward the end of both the individual and group interviews
the students were asked‘to reflect on the problems they had named,
and then bla;sify edch problém according to (1) those they
honestly felt Were attributable to the college administration
and (2) those they honestly felt wera attributab;p to the minority
group students, themselves, No attempt was made to prompt the
respondents. They Were left to name any problem they chose and to
make attributions as they saw fit. In addition, no lim;t was
placed on the number of problems a respondent could name., As a
result, some respondents named mor; than one.

Ta 12 shows that the problems the respondants attributed

.

to their college adminstrations are classified under 10 headings.

/
~They were menti ned a total of 664 times. On the whole,

problems named in this table tend to vary somewhat from those

"named in the previous .table. For example, some of the problems

‘e

named in Table 12 were only referred to in the explanations of

those named in Table ll;j On the other hand, problems which

i}

Were_ggis frequently mentioned in Table 11 were not specifically

e

k]
mentioned in Table 12, Fob example, "inadequate financial aid"
was one of the most frequently mentioned problems in Table 11.
¥
i
Tet most of the students only referred to it in explaining what

. % -
they meant by "poor administrative practices'" in Table 12. Some

[: l(:f the explanations of "unfailr grading practices,” in Table 11,

T e re mentioned in terms of "poor showing on cxams," in Table 12

——— - e - e rs B TS T ——— S
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"Inability to understand the system," was specifically named
in Table 11, but most of the explanations in Tahle 12

specifically referred to "buck-passing.”

Table 12

S
Biggest Problem Minority Group Stuflents at Four New York State Colleges
Felt Were Caused by the College Administration

AY

. Number of Times Mentioned J Total
Biggest Problen WCollége N" {"College O | "College K| "College X"iTimcs
. Mentioned| (%)
, Poor showing on exams 33 12 8 4 57 9
Inhibiting departmental )
requirenents 28 .7 4 3 42 7} (6)
Poor instruction - 16 11 R 3 74 (11)
Poor administrative practices 39 14 7 2 62 9
Racist Practices i 37 16 10 5 68 (10)
Poor counseling 52 24 12 2 90 (14)
Derision of E.O0.P, Students 56 22 14 9 101 (15)
Pailure to learn skills 38 10 9 - 3 60 | (9
Bu;k pa;sing practices 17 8 12 1 38 ( 6),
Reject ion 45 13 u 3 72 | au
Total 389 142 98 35 664 (100)

Some of the problems which the respondents attributed to their
college administrations have been previously explained. Therefore,
it is not necessary to repeat the explanations. Only those which

1]

have not been explained will receive attention in this section.

63
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Inhibiting Deéartmental Requirements

The students who mentioned this pr;blcm renerally cxplaineﬁ
it in terms of minority group students generally lacking the
acadenic background for certain courses. Science, mathematics
and language courses wWwere frequently mentioned. Several respond-
ents explained that many minority group students expect to sigﬂ
up for majors, but are ;cfused because they have not had the
science or mathematics prerequisites. Some respondents explained
that they had been refused admission to some departments because
they have not‘had the language prerequisites. Most said they
simply did not understand the requirements for sign%ng up for

.

majors. Several respoudents felt th;t minority group students
are stecreh into the social sciences and Black Studies because,
as a "College N" student put it, "they (preferred departments)
have a way of keeping us (E.0.P. students) out by setting up
requirements they know we‘can't meet." Several of the respondents
who expressed similar feelings believe they could pass mathematiecs
and science courses if opportunities for remedial work were
available to the; in the departments. Some of the respondents
felt that their educational goals were inhibited because they
had not taken the Regency Examination., All of these and similar

problems were attributed to subtle ways in which minority group

students are prevented from enrolling in some departments.

Poor Counseling

"Poor Counseling" represented the second largest number of

Q >roblems for which the respondent held their college administration

o responsible., By their comments, the students who mentioned it
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- expressed a good understanding of the importance of counzeling.
The vast majority felt that most of their counselors were
incompetent, or lached a genuine concern about the needs of the
minority group students assigned to them. Virtually all of
the respondents had an experience to relate as proof of these
allegations. The following comments of a "College N" student
were typical:
"My so-called counselor could not even give me the
right information to complete the application for a
State Regents Scholarship...Every time I go to that
office I can never get all the right answers to my

questions..Now dig this: The last time she couldn't
even tell me if I was eligible for a tuition waiver.'":

+

Another typical comment was made by a "College R" student.
— It was as follows:

"My counselor didn't know the courses we are
supposed to take to get in the engineering school...
Here I've been following his advice for two years,

- and this year I found out that I did not have two
required courses...I found out that ‘cat' had never
talked to any of the engineering teachers.”

.

Poor Administrative Practices

The respondents who attributed their problems to "poor
administrative practices" made reference to most of the specific
experiences that have been previously‘discussed in the section
explaining the problems named in Table 11. However, other
explanations were given. They are especially revealing. For

4
example, students from three of the colleges were adamant ﬁ“

their belief that minority group administrators were put in a

"trick bag" (set up to fail) by top administrators. Several Were

[: l(j convinced that the top\égministrators assumed that black -
B N

eri el administrators, for exampig, can handle all the problems of all
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blaca students, even though they have little poWer and little
or no control over the resources, such as finances, that are
necessdary for handling many of the preblems. Some students
were very critical of thejr college for the failure to hire minority
group administrators in poliecy-making and top administrative
positions such as president, vice-president, d;an and chairman.
The alleged failure of the colleges to allocate adequate resources
for E.0.P. was also prevalently viewed as a poor administrative
practice. Virtually all of the respondents attributed their
constant frustration as being the result of this particular
defect.

A few respondents from "College N" and "College O" reported
that their E.0.P. directors change just about every y.ar. This
was not only regarded by them as proof of poor administrative
practice, but also as proof that the administration cared very
little about minority group students, especially if they were

E.0.P. students.

Fatlure to Learn Skills

The respondents who named this problem expressed either a
concern or fear that minority group students will graduate from
college without h;ving learned any real skills, The seriousness
of their expressions was one of the interesting revelations that
resulted from the interviews, for it indicated a dramatic change

in the students! pcrceﬁtion concerningthe purpose of a college

educaticn. Their comments clearly suggested that the purpose is

E l(jo prepare people for good jobs. Three years ago such exprestions

Aruitoxt provided by Eic:

of concern were freqiuently heard in "rap sessions," but thcy
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were in no wWay expressed witn the same depth of passion that

were heard in the interviews, ,
It was rare that a respondeut explained in specific terms
what he or she meant by shills. Any explanation given was usually

very general. Most of the respondents merely defined skills in
terms of knowing how to do the things that would assure®them a
»
good job. The respondents related experience after experience
Where personal acquaintances had graduated from college, and had
no success in finding decent jobs. To most this meant jobs of
a white collar variety. Virtually all of the respondents believed
v

that the colleges were respontible for such lack of success.
Their thinking tended to follow this logic: If minority group
students learned a skill in college, they would not have any
problem in tinding jobs.

Several of the respondents vieweéd this problem as proof
of their contentions that minority group students are being
"ripped off" or are "getting the shaft." [These are popular
slang expressions that connote getting the worst of treatment.)
By the time the last of three lengthy sessions ended at "College
N," a aale senior had con+vinced the other participants thut
minority group students are getting "ripped off" in the sense that
thev are ncither being taught the skills that will enrsu:se them good
jobs nor are they gotting the kind of education that will get them

admitted to graduate schools,

Having to Settle for Less

&) . .
E l(j The respondents who named this problem referred to circums.auces

Aruitoxt provided by Eic:
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explained that they had chosen mujors in the social scisnces in
ordur lu avoid majors which required exlcnsivevbackground in
mataendtics, natural sciences and forc%gn languages. Several
furtuer explained that if they had had a betler pre-college
education, they would have chosen majors in fields such 35 the
natural aciences, ennineefing and pre medicine.

Some respondents admitted to avoiding majors which required
a great deal of reading and language skills. Standard English
in many subjects was viewed a great handicap for a number of
students. A "College X" student expressed the feelings of
sgveral respondents at all the collegee as he made these comments:

"The £irst thing I wanted to find out when I got here

was which majors required a lot of math and science.
.If they did, then I knew they were off my list...
When a teacher asked us to write a composition or
term paper, I always made sure he didn®i !take off!
for spelling and grammar,"

Several rcspondents expressed their intention to pursue
more rigorous majors after doing some catching up. A few were

explicit in this regard. They planned to do remedial work

- -

before enrolling in credit bearing courses, mostly in mathematics, ‘
science and the Languages, Meanwhile, to remain in college they

intended to settle for majors .hiua they felt they could manage. o

P"cp}ems for Which Students Blame Themselves

As previously mentioned, an impressive number of students -
were extrenmely candid and open in attributing prdblems o what
they viewed as their own deficiencies. The deficiencies they

named are classified under seven headings in Table 13. While

ERIC ,

ammmmm this table shows that the problems were mentioned a total of 336
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scme very lengthy and detailed. discussions in Loth the individual
fnterviews and in the proups. It appeared that the respondents
welconed the opportunity to vent their views on the subject.

Howgver, it was obvious that they did so because they accepted

seeking to accompligh.

the interviewer, and understood what she was
L

. A "College
talk about
offered to

mind being

interviewed on the question.

He said:

“dig up more brothers and sisters' who would not

\"We (black students) need tc stop blaming evervthing
‘on the 'man'...Everybody knows he's the cause of most

0" student said he welcomed the chance to frhnkly

problems, but what we need to do is to start admitting

our own

'hang ups'

Table 13

and do something adbout then."

Biggest Problems M¥inoriiy Group Students at Four

v

il

. New York State Colleges Felt Were Created by
Minority Group Students, Themselves

problems that minority groups ause themselves, and

|
Bigeest Problem Number of Times Mentioned Total
« W "College "College | "College "College [Times
! N N o" R" X" [Ment'd.| (%)
tudent disunity Ly 16 12 8 80 (20)
H
Lack of motivationjto '
correct own shortcomings 29 12 2 47 (129
Poor study habits } 21 15 12 54 (13)
Preoccupation with non .
accdemic activities ~ 40 18 3 5 66 _ [(16)
. Too much time spent
"rapping" \ 42 14 10 7 73 (18)
Poor class attendance 38 4 53 (13)
Tpo easily defeated 12 2 1 15 (u)
Interested in the easy
way out , 8 3 6 0 17 (4)
TOTAL 234 82 54 35 405  1(100)
o ’
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Before discussing Table 13, one thing more should be said

about "Ihe students' responses. Although they were made With

a great deal of openness and candor,a noticeable amount of

ambivalence was clearly evident. As previously stated, the
2
-

. ) respondents showed no hesitation in attributing problems to
themselves; however, they continued to qualify these attributions
by emphasizihg their belief that minority group studénts, being
the victims of institutionalized racism, are compelled to cxﬁibit
certain behavioral patterns that are often contrary 1o established
norns. Respondent after respondent reiterated many of the
Problems and experiences that have been previously discussed.

'

M;hy of the responses in Table 13 make it clear that they believe
A s !

. . ey . \ K
mlnority groups would not exhibit the M"self-blame" problems if

!
racism and all of its manifestations were not such a great force in

their lives, even on their college campuses.

Student Disunity /
Jailure of minority group students to unite in efforts to

solve thelir .mon problems was mentioned more than any pther

"seif-blame" problem. This particular problem always gpnerated

heated discussions and a wide variety of solutions., The problem
/

T
was explained in the following terms: Failure of the various

minority student groups to support their individual /campus

organizations; poor organizational leadership, due fo incompetency
s . 0

and self-serving interests of leaders; refusal of better prepared

students to assume leadecrship roles; constant internal conflict

i

@ 'er who should control the money; refusal of minority group students

ERIC. :

Wﬁﬁﬂﬁﬂ‘d’fferent ethnic backgrounds ;?(jooperate on common problems

S Pt o Sl
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and issues; tendency of the students to distrust members of their
ethnic groups who participate in organizations largely composed of
white students; Lendcnc} of leaders to depend-upon fear tactics to
maintain their leadership positions; and the inability of the
minority student organizations to generate continuity in their

problem-solving efforts.

An explanation of the "student disunity" problem was given by

a "College 0" student in these terms:

"I uced to go to those meetings, but they always ended up
with a lot of rhetoric and b s . So I stopped going...
There was too much disorganiZzation...and too many personal
conflicts to deal with...When there weren't conflicts, the
zeetings were nothing but a social gathering. Every other
<o7¢ was 'party'...There were too many meetings; nothing ever
got dore. I decided those meetings were a waste of my time."

4 "lollege N" student explained the problem in these words:

Lverybody has his own little clique., Puerto Ricans have
their little group, Blacks have theirs, and now the Indians
have theirs...All of us talk about working together, but

we are not,.,Lvery .group has its 'thing' and all end up
separated and weak...I'm disgusted with the whole thing,

so I don't belong to any organization and don't plan to
join...I go on campus to my clas’'ses, get a bit to eat, and
split..,I prefer to be by myself, because those people are
very 'untogether', .

A "College R" student had this to say:

"I-used to have faith and high exnectations in the (minority
group student organization named), but no more...We used

to have a lot of money, but nobody seems to know where it
went. As soon as money gets into the game, brotherhood

gets lost in the dust...The 'man' doesn't ever have to

#orry about us getting any power to solve our problems.

.11 he has to do is hang up some dollars, and our minds
are blown..."

Too Much Time Spent "Rapping".

This "self-blame" problem was mentioned the second highest number

&

of times. The respondents naming it alleged that many minority

group students spend most of thedir time in rap sessions; and too
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little time on their studies. Their comments suggested that aaadenxc}/
\

subjects are seldom discussed at the sessions.

/
Lack of Academic Motivation %/ .
This problem was explained in terms of most minority group
students being unmotivated to correct their self-recognized agademic .

sl.ortcomings. The respondents explanations included the fgllowing
hinds of alleged deficiencies: Failure to make full use of
academic counselors and advisors; failure to speak up as /much as

T/

7/
necessary in class when discussion contents are not clear; lacking

in the required initiative to act independently to overcome educational

handicaps; and too often a display of lackadaisical gttitudes tijjii~f”,/,«,,
their college education. P
- T ——

— -
Poor Sbudy Habits

The respondents who named this problem generally made comments
:

which indicated their belief that minority group students with
serious academic problems are not familiar with basic study skills.
An impressive number of respondents stated that they have short
concentration levels, and find it difficult to achieve higher levels.
Many of the respondents explained that they were unfamiliar with
the requircd srills .to make full use of the library.\\Some found
that studying at home was inhibited by noise and interruptions,
Some admitted that they were slow readers, and very quickly ti;ed of
reading. One of the most interesting revelations was the number who
felt they studied poorly because they had no one to Study with, or

had no one to turn to for help in preparing for a difficult assignment.

Q vas also very interesting that in nearly all group interviews,

RIC

ammeseen discussion focused on the bcﬁﬁzfays to study, and the differences
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between studying in high schobl and college. !
Too Easily oJefeated

This prouslem was explained in terms of the tendency of some
minority group students to give up too easily when faced with frus-
trations and disappointments. A "College N" student explained the
problem in this vay:

\ .

"There are many times that we feel whipped. We try to hide
it, but it's there...When you see-black students loaded up
with 'Mickey Mouse' cours=s, ig's because we do not have
the guts to fight to get in courses that really count...
So, hell, we just don't bother...We know we aren't _getting
much education, but at least we have, something to do. ‘
Interested in the Easy Way Out =

The respondents who named this problem generally felt that a

X

few minority group students were in college just to have a good time.
They referred to specific instances in which students spend more
time 'in rap sessions than in classes; only enroll in courses in which ’
everyone is passed; treat college like it is a community center--a
place to play cards and engage in all types of recreational activities.,
Preoccupation with Non-Academic Activities

In explaining this problem, the respondents referred to the
following kinds of behavioral patterns: Students exhibiting more
concern about sports, social events, outside jobs, student organ-
izations, community activities that have little relation to academic

concerns.



PART 1V

CONCLUSION AND RECOMMENDATIONS

Institutions of higher education can do much better in preparing
themselves to educate their minority group students. The results gf
this study would lead to that conclusion,

To begin such preparations, the institutions must first restate
their commitments to the fgSR. The commitments must be stated in
terms that can be better evaluated.

After a'restatement of commitment, these institutions must set
out to develop the very realisgic and specific mechanisms that will
insure that equal education;ligpportunity will be practiced in every
classroom, in every administrative office, and in every other aspect
of campus life. They musf also develop mechanisms that will put to
rest any notion that minority group studehts with educational
deficiencies are nécessapili lacking in the intelligence to do college
WOrK.

Lasing

|

Q
[: l(jbe.s. Experience has shown that some possess outstanding degﬁees

Minority group students are matriculating in college in incr

Wﬁﬁﬂﬂﬂlntelligence. Some possess only average intelligence, but it is
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enough to ensure their educational survival in coliepe under the
proper conditions. Soume possess the intellipence, hut are not college
material, They may not have a deep enough interest or the stanility
required to endure the rigors of college studies., Such persons can

be found in any race.

.Regardless of yhether or not minoggty group students possess tue
necessary level of intelligence, there is an overriding fact which
describes many of them: Their academic development has been woefully
neglected. Consequently, they not only matriculate in.college with
inhibiting educational deficiencies, but also matriculate without
having some of the basic behavioral conditioning that sound college
studifs require. One of the basic is academic self-discipline, which
is best begun early in elementary school.

The evidenc: presented in this study suggests that minority
grsup college students generally function below the normative level
of self-@fscipline. This is supported by the ratings of the students
studieﬁ/against five simple but fundamental indicators of self-
disciéline, each selecied on the basis of min;rity group students'
perceptior.

There is no evidence that sven remotely suggests that lack of
self-discipline is innate. Insiead, there was a substantial amount
of evidence which would lead one to conclude that the lack of self-

. discipline exhibited by the students in this study is the result of
two sets of forces - those that have been engendered inside the student

and those imposed by environmental conditions, None of these can

Q be taken lightly.

ERIC
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enough., Communication, geared to academic and behavioral
» ‘~‘ ‘ P .
deficiencies -~ must be devised to inform the students of what is .
expected of them and what they can expect.

Administrators of
programs designed to aid them in adjusting to college lﬁfg must be
carefully screened.

So must counselors, tutors and all of the .
other staff members, Faculty and al)l of the other personnel who
have any communication with these students must be carefully

B

\-
orientated so that any prejudicial attitude they may have cannot

possibly effect these students, for most of them matri

culate in
college having already suffered gréat injustices.

§

These studénts can be groomed for good study habits,

They can
be taught to take notes in class and to utilize their notes in
studying. Colleges can legislate attendance and punctuality require=

ment, and can do many other things to teach and nurture self-discipline,

But all of these things must be done in a carefully planned and
organiied fashion,

It can not be too strongly emphasized that the students'

allegations about the defects of their college systems, racial bias

and other human relations infringements should be considered as fact,
although they need not necessarily be.

But the policies of the
colleges should be so firm and forthright that an infringement would
threaten any instructor's security.

A human relations complaint
bureau might be reassuring to the still insecure student,

helpful to all students.

What the minority group student needs desperately is indeed
\

So course syllabi, expert counseling and
orientation, etc. should be instituted across the board.
O
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the help given to them must be intensively applied.
It has long been traditional to expect college students to come
to campus wWith study habits that are adequate to th= tadk.

\

it must be remembered that colleges broke with traditions when they

However,

instituted the Open Admissions Policy. \It is now their responsibility
tu help the disadvantaged students admitted in every way possible.
Helping with the development of academic self-discipline is part of

that responsibility,

N . 4

-
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FOOTHOTES
For the purpose of this study, "minority groups vefer American !
Blacks, Mexican-Americans, Puerto Rican-Americans, and Native
American Indtans. ©
Centra, J. A,, Black Students at Predominantly White Colleges: -

A research Description, Princeton, New Jersey:
Testing Sevvice, 1970,

Fducational

Bayer, Alan E., The Black Collepe Freshman: Characteristics
and Recent Trends, Washington: American Council on
Education (Office of Research) Vol. 7, No. 3, 1972,

U, S. Department of Health, Fducation and Welfare (Office of
Civil Rights), Rdcial and Ethnic Enrollment Data from
Institutions of Higher Education, Washington: U, S.

Government Printing Office, Fall, 1968, P, 70,

Fall, 1970, P, 65.

Ibid.

Moorman, Deborah A., A Model Counseling Structure for Students
Enrolled in Equal Opportunity Programs in Higher Education,
Buffalo: Office of Urban Affairs, SUNYAB, 1971, P, 3.

Ibid, P. 4. : \

Corbett, F., and Levine, ¥., "University Involvement in the

' Community," Jommunity Psychology Series: The University
and the Urban Crisis, Ed. by Howard FE. Mitchell, Behavioral
Publications (In Press) |

\

Quoted in Berrian, Albert H., "A Prologue to Sepcial Programs,"
Black Academy Review, Vol. 1, No. 2, Summer, 1970, P. 13,

Ibid., P. 6.

This is a popular expression among Blacks which connotes the

highest degree of harmony and mutual understanding. These

qualities have their roots in a common history of exclusion, .
oppression, as well as truimphs over adverse experiences, It

expresses shdared secrets regarding undefined attributes that

are deep in the souls of black people -~ something which

virtually every Black feels but is only intellectually under-

stood by white people. Soulness is that unknown which keeps

black people surviving and struggling.
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13, Moorman, op. cit., p, itii

14, Moss, James A. "Prigrams for the Disadvantaped: Perspectives
and Problems," Black Academy Review, Vol. 1, No. 2,
. Summer, 1970, P. 17.

15, Churchville, John E., "The Question of Discipline," What Black
Educators Are Saying, ed, by Nathan Wright, Jr., New York
. Hawthorn Books, 1970, P, 184,

16, Berrian, Albert H.,, op. cit., P, .

17. This is a colloquialism, invented by Blacks, which refers to

a free-flowing, unrestricted and unstructured small group
discussion. -

Othe References

Berrian, Albert H., Toward Special Program Design (A Monograph),
State University of New York at Buffalo, August 8, 1970,

Breslaw, Elaine G., "Behaviorism in the Classroom," Change,
Vol. 5, No. 3, April, 1973, pp. 52-55. I

Pifer, Alan, The Higher Fducation of Blacks in the United
States, (Reprint.,of the Alfred and Winifred Hoernle Memorial
Lecture for 1973), Carnegie Corporation of New York.
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TABLE A-1

Attendance Record of Minority Group Students Enrolled in Four
. Courses at a Higher Education Institution in Western New York

Course A (5 students obscrved)

. Class Sessions

Attendance |1 2 3 4 S5 6 7 8 9 10 11 12 | Total

Present 5 5 4 5 3 2 3 4 5 2 4 4 46
Absent o o 1 o0 2 3 2 1 0 3 1 1 14
60
Course B (25 students observed)
Class Sessions !
Attendance ll 2 3 4 5 6 7 8 9 // Total
Present 25 23 17 15 19 13 15 21 19 167
Absent 0 2 8 10 6 12 10 4 6 8
R 225
Course C ( 8 students observed)
Class Sessions
A+tendance |1 2 3 4 5 6 7 8 Total
Present 4 6 7 8 4 5 4 6 44
Absent 4 2 1 0 4 3 4 2 20
)
Course D ( 6 students observed)
Class Sessions
Attendance 1 2 3 4 5 - 6 7 8 Total
Present 6 5 4 3 4 6 4 5 37
i Absent 0 1 2 3 2 0 2 1 ll
8
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TABLE A-2

LN

Punctuality Rccord of Minority Group Students Enrolled «n Four
Courses at a iHigher Education Institution in Western New York

Course A (5 students obscrved)

Class Sessions .

Minutes .
Late 1 2 3 4 5 6 7 8 9 10 11 12 Total
1 - 5 1 0 Y] 3 1 0 1 2 1 1 1 1 14 [
6 - 10 2 2 1 1 0 1 1 0 2 0 0 2 12
TS RS S T S S S B
6 - 20 1
20 & over 0 0 0 1 0 0 0 0 0 0 0 1
38
Course B (25 students observed) .
' \.
GClass Sessians “
Minutes
Late 1 1 2 3 4 5 6 7 3 g Total ‘///////
1- 5 9 2 1.6 1 2 0 6 2 29"
6 - 10 2 3 110 o0 0 2z 2 1 21
11 -~ 15 0 1 0 S 3 4 4 0 1l e 18 .
16 - 20 0 0 5 0 4 4 6 0 2 4’ 21 .
29 & over 0 0 0 4 3 0 0 4 0 11
100
Course C (8 students observed) .
Class Sussion.
Minutes '
Late 1 2 3 4 5 6 7 8 Total
l - 5 1 2 1 2 2 1 1 1 11 .
6 - 10 1 1 2 2 0 0 1 0 7
11 - 15 0 1 1 2 1 0 0 3 8
16 - 20 o o o 1 L 2 2 0 6
32 .
Course C (6 students obserxved)
Class SesSions
Minnutes .
Late 1 2 3 4 5 § 7 8 Total
1 2 1 1 2 1 1 1 10
1 0 0 0 1 2 2 3 9
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. Table A-3 -
. ¢ .
Attentiveness (to Classroom ActxviticsT/E;cu:d of Minority Group Students
- Enrolled in Four Courses at a Higher Education Institution in Wester New York
L Course A (5 students observea)
| '
Class Sessions and No. of Students )
' Total
. Attentiveness 1 2 3 4 5 6 7 8 9 10 11 12 Studénts
Full Hour bt 1 1 3.1 1 0 1 1 2 1 1 15
Most of Time 2 1 1 1 1 1 1 0 1 0 ¢ 0 9
About Half the Time| O 1 1 1 4 0 0 1 1 0 2 2 9
, Little of the Tim2 | 1 2 2 0 © 1 0 1 2 0 2 2 13
' 46
. Course B (25 students observed)
. l -
Class Sessions and No. of Students \
i Total
Attentiveness 1 2 3 4 5 5 7 8 9 | Students
Full Hour 19 11 8 13 5 9 10 138 4 102
Most of Time 1.0 3 0 2 0 0 2 3 11
About Half the Time| 1 5 0 6 4 4 3 2 3 B 28
Little of the Time 1 3 3 2 5 3 4 1 4 26
. 167
Course C (8 students observed)
~ 1 Class Sessions and No. of Students
' | Total
Attentiveness 1 2 3 4 5 6 7 8 Students
i
. Full Hour 4 5 6 8 3 5 4 5 40
. Most of Time 0 1 1 0 1 0 0 1 4
About Half the Time!|! O 0 0 0 0 0 0 0 0
° Little of the Time I 0 0 0 0 0 0 0 0 0

{\E . 44

Course D (6 students observed)

- Class Sessions and No. of Students
Total
Attentiveness 1 2 3 4 5 [ 7 2] Students
Full Hour 4 1 0 1 1 0 0 0 . 7
. Most of Time 1 0 1 0 0 1 1 1 5
About Half the Time| 1 3 0 2 1 2 1 2 12
Little of the. Time 0 2 1 0 3 2 2 3 13
t

* . 37

s

e
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1& TABLE A-4

Preparedness Record of Minority Group Students Enrolled in Four
Courses at a Higher Education Institution in Western New York

- i
Course A
Class Session

Preparedness 1 2 3 4 5 6 7 8 9 10 11 112 | Total

Had Note-Taking
Paraphernalia ’ ’
Avajlable 3 2. 3 2 1- 1 ¥ 4 3 2 3 3 28

Had No Note-
Taking Pa:aphernalla

Available 2 31 3 2 1 2 0 2 0 1 1 18
46
~ £
Course B . /
Class Session
Preparedness 1 2 3 4 ) 6 7 - 3 9 ] Total
Had Note-Taking
Paraphetrnalia
Available 8 9 8 11 S5 2 3 10 7 63
Had No Noto-
Taking i
Paraphernalia 17 14 9 4 14 11 12 11 12 104
r 167
Course C
/ Class Session
Preparedness 1 2 3 4 S5 -6 7 8 | Total
Had Note-Taking
Paraphernalia
Available 1 2 4 ) 2 2 2 4 23
Had No Note-
Taking .
Pariynernalia 3 4 3 3 2 3 1 2 21
44
Course D
) Class Session
Prensaredness 1l 2 3 4 ) 6 7 8 Total
"ad llote-Taking
Farasphernalia
Available 4 2 3 2 2 4 3 4 24
Had .0 Note-
Tdkxng
aphesr-lia 2 3 1 1 2 p 1 1 13
. 7
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TABLE A-5

Note-Taking Habits of Minority Group Students Enrolled in
Four Courses at a ligher Education Institution 1n Western New York

N Course A |
Class Session
Note~-Taking ‘
Habit 1 2 3 4 5 6 7 8 9 10 11 12 Total
* Throughout | 5 —
Lecture 2 2 1 2 0 0 0 1 2 1 1 2 14
Most of
< Time 0 0 0 1] 0 1 1 0 0 0 0 0
Seldom 1 0 2 0 1 0 1] 2 1 0 2 1 10
- . Never 2 3 1 3 2 1 2 1 2 1 1 1 _2_’(1
. 76
Course B
Class Session
Note-Taking
Habit 1 2 3 4 5 6 7 8 9 Total
Throughout
Lecture 4 6 7 3 1 2 2 4 2 29
\ Most of
) Time 2 1 0 4 3 0 0 1 1 13
Seldom 2 2 1 4 1 0 0 5 4 21
Never 17 14 9 4 14 11 12 11 12 104
67
Course C !
\\x Class Session \
Note-Taking B
Habit 1 2 "3 4 5 6 1 8 i Total
Throughout
Lecture 0 1 2 2 0 1 1 1 8
Most of
. Time 1 1 1 1 1 0 0 0 5
*  Seldom 9 0 1 2 1 1 2 3 190
Never 3 4 3 3 2 3 1 2 21
’44
. / Course D
‘ * Class Session
Note-Taking} -
Habit 1 2 3 4 5 6 7 8 Total
° Throughout
Lecture 31 2 1 0 0 0 1 8
- Most of )
Time 0 0 1 0 1 2 1 2 7
Seldom 1 1 0 1 1 2 2 1 ) 9
Never ™. 2 3 1 1 2 2 1 1 13
! = 37
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MINORITY GROUP STUDENT RESEARCH PROJECT

JANUARY, 1973

QUESTIONNAIRE

\ .
Name of Higher Education Institution

Check the appropriate situation below.
( ) One-to-one interview situation
( ) Group rap session. Number in group

{( ) Other

Group Code

1. How is your college education financed?

a. Through EOP

no.

b. College Scholarshig
no.

c. V.A.

no.
d. Other (write in)

2. How do you feel about college?
( ) Positive feeling
( ) Negative feeling
( ) Mixed

{ ) oOther (write in)

3. How do you feel about your college éducation
Learn something all the tige

Learn something most of the time
Learn something sometime
Learn little

(
(
(
(
( ‘Learn nothing
(

— et e et e e

in general?

Other (write in)

85

[ #
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1

Do you get an outline orxr syllabus f£rom your courses?
{ )} Get them for each course

{ ) Get them for some

{ ) Get them for only a few

{ ) Do not get them at all

o~
—r

ther (write in)

¢ [

Wwhat is the biggest probler.s) you face in college?

/ —
what .1s the biggest problem, if any, that the college

-

administration creates for minority group students?

- e

* /

i

4

What :1s the biggest problem, 1f any, that &inority group

students crecce for themselves? e '

!




MINORITY GROUP STUDENT RESEARCH PROJECT

JANUARY, 1973

Participation-Observation Form

Attendance

Was present each session. Yes ( ) No ( )

Was absent:

( ) 1 session ( ) 2 sessions

( ) 3 sessions ( ) more than 3 sessions
( )

Punctuality

Was he or she present when class started: Yes { ) No

Entered the classroom:

( ) 1-5 minutes lates ( ) S-}O minutes late
( ) 10-15 minutes late ( ) 10-2- minutes late
( ) Over 20 minutes late ( )

Attentiveness

( ) Seemed interested full hour

( ) Seemed to be listening most of the time

( ) Seemed to be listening about half the time

( ) Seemed to be listening only a little of the time

Note-Taking Preparedness

( ) Had note-taking paraphernalia in sight
( ) No note-taking paraphernalia in sight
( )

Note-~Taking Habit

( ) Throughout lecture ( ) About half the time
( ) Most of the time ( ) Occasionaily

{ ) Seldom ( ) Neverx
(

»




