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CHAPTER 1
LITERATURY: REVIEW AND CONCEPTUAL FRAMEWORK
Perhaps no other institution of higher education has been as often -embraced
and disdained as the commnity college. Built on the zeal of equal oi)portunity

and egalita.rianism, two-year colleges were America's answer to the call for the

~ opportunity to educate masses of people never before served by higher education.

Initially, the concept appeared to work. Minorities, students from low siocial
origins, and non-traditional students turned to community colleges and used them
as vehicles by which to initiate upward career and social mobility. However,
today there is mounting evidence that the very students community colleges
purported to best attend:are now the students who appear to be least served. For
instance, retention rates of minority students appear to be slipping and the
transfer rate for Hispanics, who are disproportionately concentrated in
commnity colleges, may be at an all time low (Rendon & Nora, 1987; Richardson &
Bender, 1987; Richardson-& Bender, 1986; Bensimon & Riley, 1984; Olivas, 1979).
Thus, community colleges have at once earned reputations as champions of.
access and perpetrators of inequality. This irony of access, where promises of
opportunity often produce null outcomes, is the subject of current debate that
centers around the following questions: To what extent are students
(particularly ethnic minorities) finding opportunities to initiate baccalaureate
studies in community colleges? ilas the integrity of the transfer function been
compromised -- so nuch‘so that it is now, by design or by consequence, given low
priority when compared to other college functions? To what extent can two-year
colleges be considered to be viable conduits by which minorities, marginally
capable students and other students uever before served by .the higher education
system can nove up the career aad social hierarchy? While these questions are

not easily answered, they serve to provide the context and rationale for the




LR

M
:
A ot
e e
:
L. B

2

study of multiple factors that influence the persistence and transfer process of
community college.students. {
Tae Problem

In the decade of the 1980s, postsecondary education is placing an accent on
excellence. <Community colleges, which built their reputations on egalitarian
notions of acgess and equal opportunity, now face what may well be the most
complex challenge of their educational history. Whereas the developmental staggs
in the evolution of two-year colleges were marked by attention to expansi.on and
growth, i~ ‘he 1980s the colleges zre faced with the formidable challenge of
making universal access and quality outcomes compatible goals. The future _
credibilitfr and respectability of community colleges as viable members of the
postsecondary enterprise rides on the extent that the colleges can devise ways
and means to preserve the principle of universal access and still produce
demonsirable, high quality cutcomes related to student achievement, retention,
employvment and transfer to senicr institutions. 1In particular, a most _crucial
prc_:b'lem will be not only how the colieges can facilitate the transfer process
for minority and disadvantaged students, but how the colleges can raise thé-
numbers of students who successfully transfer above historic levels.

Perhaps no other commnity college function has received as muchk negative
criticism as that related to transfer. The literature on commnity colleges
points to an apparent leakage point in the educational pipeline which occurs
during student transition from a two-to a four-year institution. Consider the
following items:

0 Figures on. baccalaureate degree intentions of comunity college
students range from a low of 51 percent to a high of 74 percent
(Richardson & Bender, 1986). However, it is estimated that only 5 to
25 percent actually achieve this initial goal (Richardson & Bender,
1986; Bensimon & Riley, 1984; Astin, 1982).

o In 1985, less than 15 percent of the five million students enrolled in

Ic -y
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two year colleges transferred to senior institutions (Cubbin and McCraryv,

1985).

(o]

The number who successfully transfer is thought to be around five percent
(Cohen and Brawer, 1985).

Six of nine states that have high two-year callege enrcllments have reported
overall transfer declines in recent years (Bernstein, 1986). ‘

Of a total of 5,137 students who transferred from a :California com mu;lity
calege to the University of California in 1982, only 3.8 p:ercent were Black and
8.3 percent were Chicano (MALDEF, 1983). .

In California, community calleges experieucing the largest transfer losses tended
to be those with very high proportion of Black or Chicano freshman students
(California State Postsecondary Education Commission, 1985; Hayward, 1985).
According to the Commnission of the Higher Education of Minorities (1982), one
of the most important reasons t_hat Chicanos, Puerto Ricans and American
Indians are under-represented in graduate programs is their greater than
average attrition from undergmduatg col_]ega, particularly com munity cd.lege_s.
In a survey taken two years after 1980 seniors enrdlled in college, 48 percent of
the Blacks, 50 percent of the Hispanics and 48 percent of the low SES whites
were not enrolled in college (Lee, 1985). These student types are predominant in
community collegzes.

Data from the National Longitudinal Study (1977) indicate that of the students
who entered ccllege in the Fall of 1973, 47 percent of Hispanic two-year cadllege

students, compared to 28 percent of the Hispanic four-year calliege students had ‘

withdrawn from college by 1977 (Melendez, 1982).

Community colleges are hard pressed to respond to accusations that they malserve

students, since they have not in the past concerned the mselves with callecting student

retention and achievement data or with tracking and moni‘aprmg the progress of

transfer students. The cadlleges not only lack data, they lack a conceptual framework
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for examining the complex, multi-dimensional issue of transfer education. There is”
also a lack of uniform methodelogy within the research that is conducted (l&intzer &
Wattenbarger, 1985). Because community colleges are not research-oriented
institutions and have been so poorly studied, they remain quite vulnerable in terins of
responding ic negative research ﬁndings./ More importantly, the c_ol]eges lack
empirical information to serve as a basis for reform and improvement of educational
practice. Nearly all the calleges lack the expertise needed to obtain, conduct, use zad
apply research. Lacking such data and research expertise, many com munity caleges
have resorted t? developing ill-focused and ill-conceived curricular and student
suppart services modifications which have achieved limited success. The fact is that
unless community colleges obtain information and research-based data, they will
remain limited on the extent that they can make modifications and improve their
curricular programs and services for transfer students. The bottom line, of course, is
that the calleges will also remain limited on the extent that they can call themselves
high quality insliutloné of higher education.

The transfer issue takes on particular significance when applied-to Hispanic
students who, in the Fall of 1984, comprised 54 percent of the enrcllments in
community calleges, More than any other ipstitutional type, com munity calleges are
being blamed for Hispanic student underrepresentation in higher education. Citing
high attriticn rates, deficiencies in student academic preparation and low levels of
transfer to senior institutions, Hispanic advocates and policymakers are concerned
that the community college's open door may be a revolving door that leads to a dead
end which restricts opportunities for liispanics to make societal gains (Com mission on
the Higher Education of Minorities, 1982; Garcia, 1980; MALDEF, 1983; Rendon,
1984).

The problem is particularly acute in the U.S. Southwest, where Hispanics have
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registered increased population growth. According to a recent ETS study (Payan, Peterson
& Castille, 1984), between 1970 and 1980 the Mexican-American propartion of ﬁe total
population in Texas, Arizona, Colorado, New Mexico and California grew from 17 percent to
20 percent. During the same decade, Mexican-A merican student enrcllment in Southwest
community colleges more than doubled, up from 78,000 to 182,000, The challenge to
Southwest community cdlleges is clear: they must develop responsive educational programs
that cultivate the talents and increase the opportunities for Hispanic students to enter
baccalaureate-oriented programs of study ;md to obtain the zcademic skills needed to
complete a four-year program of study at a senior institution. If this goal is achieved,
community cfd]éga will have played a vital role at ensuring that Hispanics become
productive citizens who will integrate with the Southwest mainstream culture and who will
participate fully in a political, civic and consumer force that will have a formidable impact
on the habits, customs, language and values of the region.
Factors Zelated to Low Retention, Achievement and Transfer for Hispanic Students

Achievement, retention and transfer are interrelated. Simple logic would indicate
that academically under-prepared students will become frustrated and withdraw from
callege; and obviously, students who withdraw will probably not transfer. Thus, any logical.
attempt to address the transfer problem would have to be far-reaching and comprehensive,
examin’ag multiple factors which affect retention, achievement and transfer. These include
factors related to: 1) community college policies aud practices; 2) community cdlege
faculty and counselors; 3) student background factors and student interactions with the
callege environment; 4) state imposed regulations and palicies and 5) senior institution
palicies and practices. The following is a brief description of the factors above and the role

they play impacting transfer opportunities for Hispanic students.
Community Callege Pdlicies and Practices. Paradoxically, the very factors that have
given Hispanic and disadvantaged students the opportunit to participate in higher education
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may have coatributed to attrition and low transfer rates. Right to fail palicies refiected in *
easy access and exit palicies, the encouragement of pari-time attendance, and clack
attendance policies have been shown to be detrimental to student retention (Cohen &
Brawer, 1982; Tinto, 1975; Terenzini & Pascarella, 1978). Further, most com munity colleges
collect very little in?ormat’.on about their students. For example, the colleges have not
developed effective student tracking systems; they don't know what happens to students who
leave college, and consequently lack information about students who transfer or obtain
employment. Also, the expanded mission of the caleges (from institutions providing a
traditional callege preparation to flexible people's calleges which prepare students o find a
Job and adapt to life) has resulted in a declined priority given to transfer education. Many
community colleges emphasize their career pmpal:ation programs to the detriment of their
transfer programs (Richardson, 1984). Consequently, services for transfer students (e.g.
orientatioi, counseling, financial aid and housing) have deteriorated (Kinzer & Waltenbarger,
1985). Student support services at both sending and receiving institutions are severely
lacking (Richardson, 1984).

Reseurch also provides disturbing, although limited, evidence that literacy demands on
community callege students usually do not go beyond assigning and invalving students in low-
level cognitive tasks such as copying bits of information from blackboards and texts, writing
brief, disjointed responses to narrow questions, reading to pass quick-score exams and
writing a few pages (if any) in most courses (Richardson, 1983; Roueche and Comstock,
1981; Cohen, 1984). This decline comes at a time when com munity calleges are absorbing
larger numbers of non-traditional and ethnic minority students whose high school records
and college placement tests demonstrate severe basic skills deficiencies. Unforturately, in
mauy community calleges, it is possible that these students can complete their courses with
minimal or Lo involvement in high-level cognitive skill activities which require students to

process, synthesize, analyze and apply information. According to studies conducted by the

‘
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Center for the Study of Community Colleges, '"students were required to write

. papers in one in four humnities classes, one in ten scivnce classes; and under
balf the imstructors in all ol the liberal arts areas gave essay exax;)inatians"
(Cohen and Brawer, 1982; p. 156). -

Community College Faculty and Cptneelors. Community college faculty and
counselors play a vital role enhancing student achievement, retention and
transfer. For exz.mple, student formal and informal interactions with faculty
have been shown to be strongly related to student retention (Cohen, 1984; Rendon
1982; Tinto, 1975). Further, Hispanic advocates view faculty and counselors as
role models who give students support and encouragement to achieve their
educational goals. However, Hispanic faculty comprise less than two percent of
tbe entire faculty in higher education (EBOC, 1979). The importance of faculty
contact with students in and cutside the classroom cannot be overstated.
Retention literature sut?stantiat&s that student informal cont-a.ct with faculty is
particularly critical to studen't persistence and is related to high grades,
perceived intellectual growth and interpersonal self esteem (Rendon, 1982; Nora,
1985; Pascarella and Terenzini, 1979; Beal, 1979). Although counselors can and
should play a significant role in student advisement, orientation and
cownseling, it is the degree of faculty contact with students that ultimately
appears to mke the difference between student persistence or attrition.

Faculty are also responsible for ensuring that students achieve the
proficiencies necessary to function in college-level work. Unfortunately, in
many community cclleges, reading and writing requirements have been reduced so

that students resc : il to pass guick-score exams, write a few pages (if any) in

most of thej: « {Richardson, 19¢J; Roueche & Comstock, 1981; Cchen, 1984).
Some educators : students cxperience 4 "transfer shock" in four-y<ar

“
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colleges (marked by a decrease in GPA and feeling of alienation) because”
comunity college transfer students are provided with inadequate counseiing and
a substandard academic preparation (MALDEF, 1983; Kissler, 1980). Commnity

colleges are beginning to recognize that faculty and counselors can and must

I

work together to improve the prospects of successful transfer. Faculty :inpt‘lt on
articulation committees and on colleée parallel curriculum committees :increas’e

their ownership in the program and commitment to the transfer fumction (Smith,

1982). For example, faculty and counselors cah become involved in counseling

outreach services, staff development, student orientation, articulation meetings

with state coordinating boards, universities and feeder high schools to .
establish clearly defined and better éupported paths to\ the baccalaureate degree
(Richardson, 1984; Roberts & Warren, 1985; Sotiniou & Ireland, 1985).

Student Background Factors and Interactions With the College Enviromment.
In general, Hispanic students come from low socio-economic status families and
lack the fimancial reources which wouid allow them- to enjoy the luxury of
attending college on a full-time basis. They share many of the characteristics
of the "new students" described by Cross (1981). Consequently, these students
are forced to obtain part-time or full-time jobs that provide a secondary income

to their household. With this type of work-study schedule, study habits become

‘ l
v l
g
‘ l
¢
| '

poorly developed, commitments to college-level studies are postponed gnd time

L\

munagement is impeded, Further, students with external preoccupations' do not

develop a sense of institutional affiliation critical to reteation.  Many

Hispanics also have poor high school achievement records and need remediation in

reading, writing mthematics, problem-solving skills and critical vhinking.

Moreos}er, Hispanics are mainly first generation college students. Although

' Hispanic parents do provide encouragement for their children to go to college,
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parents lack critical information about collége admission, financial aid and
education programs. Consequently, Hispanic parents are limited in th;a amount
of assistance they can provide to their children about attendiné college
(Nieves, 1977; de los Santos, 1980; Cohen & Brawer, 1982; Rendon, 1983).

During community college enrollment, a number of factors associated with
Hispanic students' interactions with the in..stitutional environment have been
identified as important to student academic success. For example, Hispanic
students who receive high degrees of encouragemént from faculty, counselors and
administrators tend to earn more college credit hours. Further, Hispanic
students who come to the college with well defined goals and strong commitments
to studies appear to the be most academically successful (Rendon, 1982). Some
of the mwost serious problems reported by Hispanic community college students
are: 1) basic skills problems (i.e., a problem with reading, writing and math);
2) difficulty developing proper study habits and managing time effectively; 3)
@certainty about a career objective; and 4) doubts about the value of obtaining
a college degree (Rendon, 1982). In combination, student background factors and
variables associated with student interactions with the college environment
often determine the academic success or failure of Hispanic students in
comunity colleges. Consequently, it is important that the colleges understand
both student background characteristics and the role of the institutions at
promoting effective educational practices that increase the potential of
students to achieve academic success.

State Regulations and Policies. State regulations and policies are
important in the sense that they help support, shape and guide the goals of the
transfer program in community colleges. For example, several states have taken a

proactive role improving transfer opportunities for minority students. Most
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states have adopted poli-izs designed to remove barriers to transfer between
two- and four-year institutions, such as developing student tracking systems;
providing workshops to re-train faculty and counselors; esfablishing
articulation policies; developing course equivalency policies; sponsoring
articulation workshops involving two- and four-year college staff; and
conducting statewide studies on transfer students, among others (Kintzer &
Wattenbarger, 1985; Richardson & Bender, 1986).

California awarded a number of grants for comunity colleges to develop
Transfer Center models. California also revised the State's Master Plan.
Focusing on developing a quality education, the community college's transfer
function was a priority issue (Commission Report -- Reaffirming California's
Comitment to Transfer,1965). In Texas, the legislature appointed a Higher
Education Committee to examine a variety of educational models which improve
postsecondary teaching and learning and to reconmend changes neecded to ensure
that students learn academic skills. Arizona established a Joint Conference
Committee composed of members from the State Board of Regents and State Board of
Directors for Community Colleges to address articulation and transfer issues
(Arizona Board of Regents Annual Report, 1986).

Senior Institution Policies and Practices. The role of senior institutions
improving transfer opportunities for minority students is critical. The
coonmunity college transfer problem cannot be solved by any one sector acting
alone. Throu,h their transfer admissions policies and basic skill proficiency
requirements, senior institutions exert pressure on commnity colleges to ersure
that transfer students possess content knowledge and basic skill competencies
(Rendon, 1984). Yet,- much more remains to be done to break down the

communication barriers that exist between two- and four-year college st2ff. For
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example, senior institutions often do not help to provide community colleges ©
with information apout the academic success of transfer students. 'Iheiack of
dialog between sectors regarding the performance of transfer students impedes
thke ability of community colleges to evaluate their curriculum and instruction
to better prepare their students for transfer (Koltai, 1982).

Two- and four-year college faculty often do not compare course content and
requirements or participa-te in articulation agreements which ensure that
specific; courses taken at the community college” receive transfer credit at the
senior institution. When this has not occurred, thousands of transfer students
end up experiencing traums. and waste of time and money (Bernstein, 1986). For
instance, many transfer students experience a ''transfer shock" when they
initially enroll at a senior institution. Transfer shock is marked by a GPA
decrease and a feeling of alienation experienced during the first term of upper
division enrollment. Several factors may be attributed to transfer shock,
including difficulties students experience readjusting to: 1) a larger, more
impersonal environment than that found in most community colleges; 2) rigorous'
grading systems; 3) courses which cover content not taught before; 4) increased
demands placed on study time; 5) lack of faculty/student interaction; and 6)
different procedures and policies related to calendar systems, enrollment
policies and grading practices, among others (Richardson & Bender, 1986; Cohen,
1983; Rendon, 1984). Most experts in the field agree that negotiatirg
educational agreements are essential to the transfer process (Kigtzer &
Richardson, 1986). Until two- and four-year colleges develp effective wor!:ing
partnerships to improve transfer education for Hispanics, minorities and

disadvantaged students, the perilous barriers to achievement, retention, and

it
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transfer will continue to take their toll. In turn, the nation's neediest
students will receive not a quality, but an inferior education. .

In summary, the problems related to transfer education need to be addressed
by a comprehensive strategy which .takes inte account the interpiay among 1)
comunity collgge poiicies and practices; 2) community college faculty and
counselors; 3) student background characteristics and interaction with the
college environment; 4) state regulations and policies; and 5) senior
institutions' policies and practices. It is in this complex, multidimensional
context that transfer educational issues rms be explored. It is the key
players in two- and four-year colleges and state agencies who require a rich
base of integrated data to assist them to make viable improvements in transfer-
related practice and policy.
Purpose of Study

The Ford Foundation Southwest -Tra.nsfér Education Research Project was
designed to examine both the barriers and the effective practices that influence
comunity college student retention and transfer to senior institutions. The
purpose of this study was to develop a research base of multiple student- and
institution-centered factors that impede or enhance student achievement and
transfer and to employ the data base as a basis to plan and develop action
strategies to address problems related to poor community college student
retention and transfer rates.
The Colleges

With a special focus on the U.S. southwest, a traditional center of
Hispanic population, and a volatile region marked by demographic, political and

socio-economic shifts, the study involved six comunity colleges iccated along

the U.S.-Mexico border in Texas, Arizona and California which had formed an
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alliarce called the Border College Consortium (Figure 1). The selection of °
these colleges was based on their 1) close proximity to the Mexican bord;ar which
made them likely points of entry for increasing numbers of immigrants from Latin
American countries; 2) historical role, mission and commitment to serving
disproportionate numbers of Hispanic students; ang 35 willingness “o be examined
and share data; information and resources with t1:1e research team. ﬁm, while
the colleges were different in terms of organization, level of funding and
practices and policies used, they shared similarities in terms of geographical
position, types of students served and commitment to addressing the educational
needs of Hispanic students.

The impor1-;ance of selecting\ these six collegés for studv goes beyondl the
criteria cited above. These cclleges are situated' in three of five southwestern
states where a major restructuring of the popuiation is taking place. The

Spanish origin population is the largest minority group in each of the cities,

-and in four of the six cities,. this cohort represents over 50 percent of the

population (Table 1.1). As a microcosm of the United States, what is happening
in the southwest has important educational policy ramifications in_ some eastern,
midwestern and southeastern U.S. regions, where similar population shifts are
occurring. In the southwest, the Hispanic population is expected to double or
triple within t':he next two decades. The growth of this cohort is being fueled
by high fertility rates due in lgrge part to: the relative youthfulness of
Hispanics and :lega.l and illegal immigration ofj Hispanics who flee political
unrest in Central America and other Latin American countries. Many seek relief
from an inflation-ridden Mexican economy.

What is happening in Latin America has had troubling consequences for the

economy of cities situated along the U.S.-Mexico border. For example, the

| 3¢9
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devaluation of the Mexican peso forced many American businesses on the U.S. side
to close and set off unemploymnent rates upwards of 20 percent in Laredo and
Brownsville, Texas as well as EL Centro, California. In Douglas, Arizona the
effects of loss of trade with Mexico were exacerbated by the closing of a copper
mine and subsequent elimination of railroad services. So devastating has the
impact of immigration of impoverished peories and loés of business revenués
been, that the area surrounding Brownsville, Texas, known as the Rio Grande
Valley, is now recognized as the poorest region' of the nation. In all of the
six communities, nearly one-third or more of the population has not completed a
high school education, and in Laredo and Brownsville, Texas as well as Douglas,
Arizona, non-high school completion rates range upwards of 50 percent (Table
1.1). This volatile socio-economic and political enviromment provides a context
in which th'e six colleges function. Most, though not all, communities are
isolated from major population centers, and the community colleges operate as
intellectual oases --institutions which represent the hopes and dreams of

countless people who have not fully yielded to despair.

Organization of Study

The study was initiated October 1, 1986. The presidents of the six Border
College Consortium institutions and and of two upper-level institutions in Texas
which coexist with a participating consortium college (Larede State University
and Pan American University in Brownsville) were briefed about the study.
Further, each president was requested to appoint an institutional contact person

¢
to serve as the liason between the research project staff and the participating

college. The following individuals were appointed to assist with the study:

-
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$ Arizona Western College Moses Camerena, Counselor
Cochise College " Robert Mena, Counselor i
Imperial Valley College Sid Salazar, Transfer Center Director
Southwestern College Cristina Chiriboga, Assistant Dean for
English and Special Projects
Laredo Junior College Art Innis, Dean of Educational Services
Texas Southmost College Dr. Marco Portales, Dean .of Arts and
Sciences
Laredo State University Dr. Leo Sayavedra_  Vice President,
Academic Affairs
Pan American Dr. Peter Gawenda, Assistant to the ~
University-Brownsville President

for Planning and Research
Key Informant Groups. The project represents a case study that reflects six
community colleges. The Study employed both qualitative and quantitative research
methods. Data and information were collected from the fallowing key informant groups.

Data Category Informant Groups
1. Institutional baseline data ' o Callege registrar, institutional research
i.e., enrollment, associate degrees s*aff, counselers

awarded, number of transfers, etc.

2. Institutional Environment o Visitsinvolved interviews with BCC
institutions and upper-level callege™ "~
president, chief academic officer, director
of institutional research, director of
ad missions, director of financial aid,
special support staff, services staff,
faculty, counselors.

3.  Student Survey o hkandom sample of studentsin BCC
institutions

4, Faculty Survey o Random sample of faculty in BCC
institutions

5. Commissions of Higher Education o Site visit to Texas Coordinating Board.

Interviews with academic officer, student
retention office, administrator for
com munity colleges,

o State documents received from Arizona,
Texas and California

. . R :
“r
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Research Staff. The research staff included two principal investigators, Dr. Manuel J.

Justiz (University of South Carolina), and Dr. Paul Resta (University of New Mexico), and a °

praoject director, Dr. Laura L Rendon (University of South Carclina). Facilitating the
implementation of the study was the close working relationship that existed between the

researchers and the participating institutions. All three researchers had served as executive

. directors of the Border Callege Consortium and had worked with the colleges on other

extex:na]]y funded projects such as a Title II programi, a Binntional Resource Exchange
Project, a Math Intervention Project and a Health Intervention Project. The cdllegial
relationship that existed between the researchers and the calleges was instrumental not only
in the calleges having the confidence to willingly participate in this study, but in facilitating

. the actual implementation and completion of the project. For instance, when the project

director conducted site visits at the cclleges, she was warmly received, and the fact that
she personally knew many of the people she interviewed no doubt yielded very candid
answers. Thus, the close working relationship that had previously been established added a
dimension of receptivity and confidence which facilitated the successful complet.ion of the

- project.

Coneeptual Framework

The conceptualization of this case study invalved the identification of key variables
which, according to relevant research literature, had been found to have varying degrees of
influence on community college student retention,.achievement and transfer to senior
institutions., Figure 2 reflects the overall conceptual framework for this study. The

- independent variables which were hypothesized to influence the dependent variables (student

retention, achievement and transfer) included the following:
A.  Attitudes and behavior of key community college administrators, faculty and
counselors (Nora, 1985; Rendon, 1982; Cohen, 1984; Richardson & Bender, 1987).
B. Internal and external college organizational barriers (Richardson & Beader, 1986;
Cohen, 1984; Tinto, 1987).
C. Community callege policies and pracﬁceﬁ\(Rendon, 1982; Nora, 1985; Richardson

<1
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& Bender, 1987).
Research and moritoring of student persistence and flow (Nora, 1985; Nora &
Rendon, 1987; Cohen, 1984). '
Student characteristics, behaviors, and attitudes (Tinto, 1987; Nora, 1985;
Bet;slm on & Rilay, 1984). '
Senior institutions policies and practices (Richardson & Bender, 1987; Rendon &
Nora, 1987; Cohen, 1984). ' '
State agency palicies and practices (Kintzer & Wattenbarger, 1985; Cohen, 1984;
Richardson & Bender, 1986).

Research Questions

Adhering to this overall conceptual framework, the following research questions were

posed for this study.

RQL.

RQ2.

RQ3.

What is the philosophical mindset of key administrators and faculty and coun-
selors with regard to minority student achievement and transfer to senior
institutions?

priority given to minority st:udenf achievement
—  priority given to the transfer function
—  attitudes about access, assessment, entrance/exit requirements
What are internal and external organizational barriers to minority student
achievement and transfer to senior institutions?

state agency palicies and practices
high schoal policies and practices

. senior institution policies and practices
callege faculty attitudes and practices
callege counselor attitudes and practices
student characteristics and behavior
college policies and practices
community attitudes
college organizational structure

What community college palicies, practices or services have been effective in
contributing to minority student achicvement, graduation and trausfer?

teaching practices

special programs (developmental, ESL, transfer centers, TRIO programs,
faculty advisement, etc.)

assessment practices

entry/exit criteria

admissions policies




RQ4.

RQ5.

RQ6.
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grading standards

financial aid policies

process for setting and articulating standards
curriculum development

articulation with high schools

articulation with senior institutions
orientation

expectations of transfer students

é

How does the institution monitor student persistence and flow to senior instd.-

student retention data
student transfer data
student enrallment data

- exchange of information with senior institutions

What background characteristics, behaviors and attitudes exhibited during
com munity callege enrollment influence stirdent predisposition to transfer?

pre-callege factors

social integration factors

academic integration factors

student predisposition to transfer factors

What senior institutiou palicies and practices influence student transfer and
completion of the baccalaureate?

RQ7.

articulation with com munity calleges

orientation for transfer students .
admissions policies

exchange of information with community calleges

policies for accepting/rejecting transfer courses and grades
priority given to transfer students

grading standards

teaching practices

expectations of transfer students

barriers to successful student transfer (internal/external)

What state agency palicies and practices influence minority student achievement
and transfer to senior institutions?

state structure for providing and financing higher education

" state involvement in minority achievement ard transfer education

legislative interventions

future plans (financial assistance interventions, studies, poiicies)
perceptions of.e¢ffective institutional practices

perceptions of remaining barriers to minority student achievement and suc-
cessful transfer

achievement and successful transfer

studies conducted on student achievement and transfer (by ethnicity)
effects of state quality/excellence refocus on distribution of minority
students

state's effectiveness in achieving objectives
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—  special initiatives for promoting minority student articulation, achieve-
ment and transfer

—  perceptions of why colleges are successful or ineffective in graduaﬁng
minority students
—  transportability of effective programs to other system units
To address these research questions, the study included five sub-sm'dies which
employed different methodalogies. Chapters I, III, IV, V and VI outline the major findings

from information collected from 1) institutional baseline data; 2) site visits to com munity

calleges; 3) student surveys; 4) facu.lty surveys and 5) analysis of site visits and documents

regarding state Com missions of Higher Education.

o]
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Student Retention

" A, | Attltudes and behavior of key
cummnity college administrators
facolty and counselars )

8. | Internal and external college
organizational barriersd

Student Achlevement

C. | Come ity cullege policies
and practices3

0. ] Research and monltaring of
student persistence and flow! .

Student Transfer to
€. | Student charagteristics, behavluss
g lttltudosg . N Senlor Tnstitutlons ..

F. |Seniur Institutlon pulicies and
practices

G. | State agency policies and practices’ |

Nata Sources
i Interviens with cullece president, chiel academlc officer, admlsslons director, feculty; survey of faculty;
college catalog. - : )

2 Interviews wizh cullege president, chief acadewic offlcer, admlsslons director, flnanclal ald dlrector,

faculty; suivey of faculty.
s: Interviews ulth

3 Colleye catalugs; coples of descriptions of speclal programs; coples of policy ducument A

college president, chief acadeulc‘offlcer, admisslons director, special support scrvices staff, faculty
cuunsclors; faculty survey..

s: lnastitutivnal rescarch data; plans to conduct research; InTeryieus with col

4 Cuples of research studle
and facully,

presldent, chlef academic otficer, divectur of fnstitutlunal rescarch, admissiuvns director,

5  student survey; faculty survey.

6 Sentor Ilustitution catalogs; coples of descriptions of speclal pragrams; coples of policy documants;
Interviews with college president, chlef aéademic officer, director of Instilutional research, director
adwisslons, dlrecctur of financlal ald, speclal suppurt services staff, and faculty,

1 State agency dacuments; research data romplled hy state agency; Interviews with chiefl executlve offlcer
deputy commissluner/chlef academic offlcer, officer responsible for analytical studies/refentiun, chlef
flnanclal ald adulnistrator, exccutlve staff governlug board for universities and comsunity colleges,
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Table 1.1
Profile of camunities
where

Border College Consortiun Institutions are Located

1979 Years of Schooling for Persons '
Median 25 Years and Older by Percent
% % % Hous ehold Less 12 1-3 Yrs. 4 Yrs. or
Hispanic White Other Income Than 12 Yrs. College more College
Laredo, TX ‘
Laredo Jr. College 93 7 . .$10,603 61 19 12 9
Brownsville, TX . -
Texas Southmost College 84 15 .5 11,697 57 18 14 i1
Chula Vista, CA :
Southwestern College 33 59 18 17,997 26 34 24 16
El Centro, CA S . R
Imperial Valley College 50 20 30 16,358 38 27 22 12
Yuna, AZ
Arizona Western College 27 55 18 15,770 29 37 20 14
Douglas, AZ 75 13 12 12,302 54 21 15° 10

Source: U.S. Buredu of the Census 1980 Sunnary Tape Files (STFs) 1 and 3. Data fron STF are subject
to savpling variability.
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CEAPTER II

INSTITUTIONAL BASELINE DATA

Purpose

1
i
1
i
' I The first set of information collected from the BCC institutions was
| inst:itut‘:ional baseline data. The purpose of collecting this information was to
I ascertain the extent to which the colleges collected data to determine the kinds
I of students they served, the number of students enrolling in and completing
- associate degree programs, the number of students who transferred to senior
l . institutions, and the extent to which colleges provided students with transfer
' information through the college catalogs.
> "
. In the fall of 1986, each institutional contact person was sent three forms
) l to éomplete in order to generate information on the following categories of
I data:
) ‘ 1) College catalogs .
I 2) Student enrollment for academic years 1983, 1984 and 1985
3) Number of associate degree recipients (1983-84, 1984-85, 1985-86)
_ I 4) Number of transfers to senior institutions
' "5) Type of information sent to and received from senior institutions
y - 6) Faculty and counselor compositions
. I ‘Appendix A includes copies of the forms the institutions were asked to
compiete. The following is an analysis of the most salient information
¥ ' received from each institution.
Student Enrollment:by Ethnicity and Gender
l Table 2.1 portrays the 1985 enrollment of each BCC institution, stratified

l by ethnicity. In each college, the Hispanic origin population is the largest

19V]
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minority group, and the largest concentration of Hispanics is found at Laredo’
Junior College (88%), Texas Southmost College (81%) and Imperial Valley‘College
(58%). Collectively, the BCC enrolls 48 percent Hispanic students. When
compared to the Hispanic minority student population, all other minorities
constitute a t.ach smaller proportion of student enrollment. Table 2.2 depicts
1985 BCC enrollment by gender. In each college, women now comprise more than 50
percent of the student population.
Student Enrollment Status and Mean Age

Student enrollment status and mean age for each college in 1985 is
portrayed in Table 2.3. In each college, more than 50 percent of the population .
was enrclled on a part-time basis. While the student mean age was not available
for three colleges, the mean age at AWC was 27.6; at CC it was 31.6; and at LJC
it was 23.9.
Facul ty/Counselor Composition

In all but one of the colleges (LJC), the faculty composition is
predominately whiie (Table 2.4). While Hispanic counselors appear to be better
represented than Hispaﬂic faculty, the base number is quite small. Nonetheless,
10 out of 15 counselors (67%) at IVC are Hispamic and 4 out of 5 counselors
(80%) at LJC are Hispanic (Table 2.5). ‘
Information Sent to and Received fram Senior Institutions

Most colieges reported common types of information exchanges with senior
institutions. Common types of information sent to senior colleges included
student transcripts and college catalogs. Cochise College reported sending
senior institutions copies of financial aid transcripts and test scores of
students who met certain requirements for scholarship assistance. Imperial

Valley also sent general evaluations for California State University and
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complied with articulation requests.

Information received from senior institutions varied by state and lcollege.
Li Arizona, both AWC and CC received computer printouts from the University of
Arizona and Arizona State University. These reports included the transfer
student's name, sex, major, enrollment status, and degree earned. Imperial
Valley College reported receiving articulation agreements by course and by
major, tramscripts, brochures regarding programs, campus, scholarship
information, and progress reports of students who transferred. In Texas, LJC and
TSC reported that a system was recently implemented -which deiineated how many
students transferred from Texas two-year colleges to senior institutions and
their GPA. Each community college was to receive a computerized report about
transfer students which was to be generated by senior institutions.
Student Transfers to Semior Institutions

The colleges were asked to provide the number of students who transferred
to sepior institutions and to stratify the data by ethnicity, gender, age and
enrollment status, and name of institution to which students transferred.
However, the colleges did--not--have-complete data on the number of students who
transferred. Consequently, it was impossible to correctly ascertain the
complete picture on the exact number of students who transferred from the BCC
institutions to selective senior colleges. However, it was determined from
California Postsecondary Education Commission data, that 146 students from IVC
transferred to the University of California and the California State University
System in 1985-1986. Similiarly, 265 students transferred from SWC to UC and
CSU. Further, LJC reported 187 students who transferred in 1985-1986. The rest

of the colleges could not determine how many students transferred. Even the

figures available should be interpreted with caution, for they reflect only
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those students who transferred to some, not all, senior célleges. Those *

students who tranferred to out-of-state universities or to universities which

.
4

“ l

did not report student transfers were excluded from the available figures.
Associate Degrees Awarded

‘Table 2.6 depicts the BCC 1985 enrollment and associate degrees awarded.
Compiete data were unavailable for all of the colleges. However, a cursory
reviev of the data appears to indicate that when compared to overall student
enrollment, only a minute number of associate degrees is awarded. For instance,
at AWC the proportion of degrees awarded was 5.6 percent. Comparable figures for
the rest of the colleges are CC (6.7%); LJC (2.5%); SWC (7.9%); IVC (7.2%).
Catalog Analysis

Zwerling (1980) asserts that if community colleges do not want to become
merely subcollegiate techmcal ingtitutes or centers for continuing education,
then the transfer functlon should remain an inportant conponent of the ccamnity
college mission. He adds that the commitment to the transfer function should be
clearly conm;mica.ted to students. One way this commitment can be communicated
to studeats is through the college catalog. As the catalog is often the first
impression of an institution that a student may have prior to deciding to apply
for admission, it can have a crucial impact on thé student's decision. It has
the potential of influencing a student's decision to reject ome institution in
favor of another.

_Each‘ BBC insti-tution's catalog was examined to determine the priority given
to the transfer function, inclusion of transfer-specific information,

description of transfer programs of study, and description of services avaiiable

to transfer students.

Mer of Pages Devoted to Transfer. Three of the six catalogs devote 5 pages
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or less to specific information about transfer; two of the six devote 6-8 pages;
only ome catalog devotes more than 10 pages to transfer information-. This
particular catalog includes transfer information on parts of 16 pages.- However,
the information is scattered throughout the catalog, making it difficult to
find on the first reading of the catalog.
Priority Given to Transfer f’unction. None of the catalogs give much prioritgr to
the transfer function based on their minimal devotion of pages and sketchy
information, even though four of the six ment;idn the college-parallel transfer
programs in their mission statements. Three list the transfer section in the
table of contents making the segt‘ions easier to. find. One catalog includes the
transfer section in the index. Five of the six catalogs highlight the transfer
informtion in a special section, identifiable by bold type and transfer
headings. However, 1nfomation prouded in these sections is not substantial or
detailed enough to answer spec:.ﬁc questions a student might have about the
transfer option.
Information about Transfer Counseling Services. Only two catalogs make
reference to a Transfer Counselor on campus. One catalog suggests students can
get information in the Transfer Center but no instructions were provided as to
where this Center could be located on campus. - All six catalogs suggest that
students see a counselor if they'have questions about the transfer function.
Information about Transfer  Credit Programs. :All six catalogs provide some
informetion about transfer- and graduation regquirements. Five of the six
identify transferable courses for specific baccalaureate degrees. One
identifies specific transferable electives by degree program. Two catalogs
refer students to some type of curriculum or course equivalency guide as a'wa.y

for students to. identify which courses would be transferable to four-year
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institutions. Two of the six catalogs provide information about _specific
curricular programs offered at nearby senior institutions and the course
requirements needed to transfer into these selected degree programs. ‘ Only one
catalog mentions that a number of occupational programs will transfer. This
catalog refers students to a counselor for specific information on these
programs. Only one other catalog includes information as to where students can
find four-year college catalogs and other information such as assistance with
admission and financial aid forms. '
Summery

Even though the transfer function is assumed to be an important component
of the community college missi'on » the analysis of the six BBC catalogs revealed
that it is not awarded much priority by these institutions. These six catalogs
were not found to be a comprehensive source of transfer-specific information for
students. For the most part, the information that was included was sketchy and
lacked detail. ’ It was scattered throughout the ca;talogs. ratiler than

consolidated in one special section. The catalogs provided very 1imited

. information about transfer counseling services and transfer credit policies.

There was an obvious lack of transfer information direc;‘.ed towards students in
vocational/technical degrse progranms. Students' concerns about upper-level
institutions' baccalaureate programs, admission requirements, and financial aid
resources were not addressed in the catalogs.
Catalogs of Commmnity Colleges and Upper-Level Institutions

The catalogs of two pairs of institutions, where a community college
coexists with an upper-level institution providing baccalaureat;e and graduate
work, were reviewed to determine to what extent these institutions work togetker

to promote the transfer function between institutions.




|

) . e

29

There is evidence that one pair of institutions has cooperated to Qevelp a.
curricula for community college students who may be interested in transferring
into selected baccalaureate degree programs. Specific courses devéloped in
conjunction with the upper-level inst_itution are outlined in the community
college catalog. The catalog of the upper-level institution includes a more
general course selection for freshmen and sophomores and makes reference to “ai
concurrent enrollment policy for community college students.

The catalogs of the other pair of institutions do not outline any specific
courses developed by the coexisting institutions. The community college catalog
makes no specific reference to the upper-level institution. The cataleg of the
upper-level institution does include information on the transfer of credit
policy and concurrent enrollment policy for community college students. This
catalog also mentions that their neighbor community college's programs prepare
students for senior college and that the two institutions cooperate to assure

students a smooth transfer.
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Table 2.1 :
1985 BCC Enrollment By Ethnicity

AWC cc Ve LJC SWC TSC ~ TOTAL
1,032(26)  815(21) 1,887(58) 3,541(88) 3,112(31) 3,873(81) 14,260(48)
2,328(60) 2,344(€0)  902(28) 27T(7) 4,341(43)  725(15) 10,910(36)
137(4)  205(5) 108(3)  16(.39)  564(6) 8.16)  1,0383)
18(.46) 116(3) 31(1) 4.01) 1,612(16) 17(.35) 1,798(6)

Nat. American 100(3) 42(1) 2%(1) 1(.02) 71Q1) 7(.14) 250(1)

Other 292(7) 417(11) - 292(9) 190(5) 363(4) 131(3)  1,49%5)
TOTALS 3,911 3,939 3,268 4,022 10,072 4,761 29,972
Table 2.2
1985 BCC Enrallment by Gender
AVWC cC e LJC SwcC TSC TOTAL
Male 1,651(42) 1,785(45) 1,283(39) 1,630(41) 4,895(49) 1984(42) 13,228(44)
Female 2,260(58) 2,154(55) 1,984(61) 5,177(51) 2777(58) 16,744(56)
TOTAES—--—3,911 3,939 3,268 4,022 10,072 4,761 29,972
~

Note: 1 AWC = Arizona Western College
CC = Cochise Callege
IVC = Imperial Valley College
LJC = Laredo Junior College
SWC = Southwestern Callege
TSC = Texas Southmast Callege
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LJC
TSC
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Tahle*2.3

1985 BCC Student Enrallment Status and Mean Age

Full-time
1033(26
1140(29)
1616(49)
£988(30)
1871(47)
2253(47)

(Y

o

Part-time
2878(74)
279%(69)
1651(50)
7084(70)

" 2151(53)

2508(53)
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Table 2.4
1985 BCC Faculty Composition by School/Ethnicity .
AVWC cC Ve LJC SWeC TSC TOTAL
Hispanic 23 3(3) &(10) 91(65) 25(16) 76(37)  205(27)
White 72(96) 8X97) 68(85) 48(34) 130(81) 116(57) 523(69)
Othetj ) 1(1) o0) 4(5) 3(2) &3) 11(5) 274

TOTA:LS 75 92 80 141 161 203 754

T

Tatle 2.5
1985 BCC Counselor Composition by Schoal/Ethnicity
AWC _cc e LJC SWC TSC  TGTAL
Hispanic 1(25) 2(40)  10(57) 4(80) 2(22)  7(100)  26(58)
White 3(75) 3(60) 5(33) 1(20) 778) 0 19(42)
Other o(0) 0(0) o0) o(0) .0 0(0)
FOTALS 4 5 15 5 7 45

Note: AWC = Arizona Western Cdllege
CC = Cochise Callege
IVC = Imperial Valley Callege
LJC = Laredo Junior Callege
SWC = Southwestern Callege

TSC = Texas Southmost Callege
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Table 2.6

1685 BCC Enrollment and Associate Degrees A warded

Enrallment/Degiees AWC

CcC

Total Enraollment 3911

AA - Male 88(43)*
AA - Female 115(57)
AA - White 105(48)
AA - Hispanic 81(37)
AA - Black 5(2)
AA - Asian 3(1)
AA -Indian 1(.45)
AA - Other 26(12)
Total AA 221

* Numbers in pareﬁtheses are percentages

3939
112(42)
154(58)
184(69)
58(22)
15(6)
3(D
3D
3(1)

LJC
4022
27(26)
7X74)
(9
90(88)
1(1)
x0)
o(0)
2(2)
102

TSC
5013
156(35)
284(55)
70(16)

" 370(84)

0(0)
0(0)
0(0)
0(0)
440

e
3268
52
185
N/A
N/A
N/A
N/A
N/A
N/A
237

SWC

10,072
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
795
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CHAPTER III
INSTTTUTIORAL SITE VISIT ANALYSIS

Purpose
The purpose of the site visits was to generate qualitative data that could

be employed to assess: 1) attitudes of community college staff with regard to
student achievement and transfer; 2) internal and external harriers to minority
student achievement and transfer; 3) effective community college policies,
practices and services; 4) institutional monito'ring of student persistence and
flow to senior institutions; and 5) senior institution policies and practices
which influence student transfer and completion of the baccalaureate.

Method

Qualitative data were acquired from site visits conducted at six BOC
institutions and two upper-level institutions which co-existed with a consortium
college on the same campus (Laredo State University and Pan American University
at Brownsville). In consultation with the principal investigators, the project
director developed a protocol which was used in a one-hour focused interview
with numerous individuals on campus. The interview questions were borrowed from
a model protocol developed by the National Center for Postsecondary Governance
and Finance' (Research Center at Arizona State University). Protocol copies ure
in Appendix B.

At each BCC institution, the following people were interviewed: college
president, chief academic officer, director of institutional research, director
of admissions, director of financial aid, selected special support services
staff, and selected faculty.

At each upper level iastitution the following individuals were interviewed:

chief exec. .ve officer, chief academic officer, director of institutional

L
O
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research, director of «dmissions, director of financial aid, selected special -~
services faculty. '

The institutional contact persons arranged the interviews and coordinated
the site visits. The project director conducted all of the site visits in the
Spring of 1987 according to the following schedule:

Februacy 9 Arizona Western Callege
February 10 Imperial Valley Callege
February 11-12 Southwestern College
March 6-10 Laredo Junior Callege
March 9 Laredo State Univessity
March 11 Texas Southnost Col’ege

‘March 12 Pan American Un*veisity
March 17 Cochise Callege

Findings

Five of the research questions posed for this study served to guide the organization of
findings:
RQL. What are the attitudes of key administrators, faculty and counselors with regard to

com munity college student (particulardy Hispanic) achievement and transfex to senlor
institutions? .
The interviews revealed that most of the college staff thought that transfer education

b
.

i
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was given a high priority on campus. However, the primary responsibility for this function
was most often assigned to counseling and support staff. The prevailing attitude of many

faculty members was that their primary responsibility was to teaching, not to counseling and
advisement. With regard to minority students, in maost cases, there was sincere concern for
addressing the needs of Hispanic students, but in some cdleges, particulariy those where

Hispanics were less than 50 percent of the enrcllment, the prevailing attitude was that all
students were treated the same, and that nothing in particular was labelled for mibority
students. In some instances, there was no official rnllege palicy on minority access and
achiesvement. One faculty member said, "it's up to individual teachers. Some just don't pay
attention to it."
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However, overall' there was a feeling that the college was doing its best for mincrity -
and majority students, and that students had more opportunities than barriers.
Nevertheless, the college staff appeared to be frustrated in its efforts to address the needs
of underprepared students. There was the frustration that the cdlege could not overcome in
one or two semesters what students didn't learn in 12 years of pre-callege schoaling, and
that minority students had simply not gotten a good academic backgroun;l in public schoals.
One faculty member said, 'students have the idea that if they play the role of a good
student, that if they are present and on time, thes-r should pass. They are not used to the
idea that it's performance that counts."

Another source of frustration was with developmental education. Most faculty were
frustrated that they could not set high standards for fear that students would not finish their
coursework in two years. On the other hand, the average student needed at least one year
of remedial courses, whic;,h meant that it would take three years or more to complete
asociat_:e degree requirements. Further, while most of the coueges were heavily invalved
with ‘assessment for placement purposes, there was con.cem in some of the qd.'leg& that
enforcement of assessment palicies was weak and that students could circumvent the system
by finding ways not to enrdll in developmental courses. In one cdlege that appeared to have
strong assessment palicy enforcement, the faculty were concerned that the college was
changing palicies every year, making it impossible to assess wlhether or not the palicies were
effective. Further, in one callege where students enrdlled in math courses had to pass the
same kind of skills test at the end of every math course taken, there was concern that
students might not be mastering math skills, because a significant number of students who
passed the test once, often failed it when they took it again at the end of their next math
class. However, increased student assessment had not really affected enrcllment. As one
admissions officer put it, 'students can't go anywhere, anyway."

RQ2. What are the internal and external barriers to minority student achievement and
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transfer to senior institutions?

A multitude of variables emerged in response to this question, which we gmu:.;ed under
student, institution, state, and com munity-centered categories.
Student Centered

The profile of potential transfer students that emerged from conversatione with
ad ministrators, faculty and support staff was far worse than what one wo:uld expect from a
non~traditional college student who with some support and encouragement could be expected
to Jjoin the mainstream of a codllege-level learning community. Jnstead, callege staff
members described students as unmotivated, academically unprepared, indecisive, confused,
immature, unfamiliar with what it took to be a successful cdlege student, unwilling to leave
their communities, even at the risk of unemployment or securing emplo&ment in low-level
Jobs, and having provincial attitudes about the world beyond their isolated com munities
which they feared to leave. This is hardly the profile of a serious callege transfer student

who plans to leave his/her hometown com m*.nity to attend a university.

What's more, Hispanic students appeared to be. experiencing some unique cultural .

barriers. The calleges' staff told of Hispanic parents who were illiterate about callege and
university lifestyles and the penefits that a callege education could have for their children.
Descrihing calleges as a "jealous mistress,’ a faculty member said, 'it is easier for Hispanics
to go to their local com munity colleges than to an out-of-town cdlege.' Children are kept
under the reins of the family that protects them from a harsh world."' Further, Hispanic
stud:ems and their parents were said to experience dﬁf;cultl& meeting time lines, so that
app]icaﬁons for financial aid, admissions and housing were often late;. Since Hispanic
families were ving in com munities that did not require & four-year degree, students inad no
great concern for initiating work toward the baccalaureate, and these same students became
the yrimary targets for recruitment from proprietary schools which offered quick job

training 2ad promises of job placement.
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Even those Hispanics who aspired a baccalaureate were frequently torn between the
pressures of family financial survival and making education a priority. In low SES -famﬂies,
Hispanic students were expected to work at least part-time to help the family survive.
According to one admissions officer, ""Hispanic students don't transfer because they doa't
know how much money they can get, whether the money will cover all callege costs, and
many don't have the resources to wait and see if they will get financial aid." A]'so, some
students enrolled in callege full-time, not so much for their studies, but to help the family
survive. These family pressures, comhined with the burden of continued and increased costs
of moving, transportation, tutoring, etc., tended to delay degree attainment.

Further, the colleges' staff was concerned that because many Hispanics came from
first generation families where transfer was not a goal, students did not see themselves as
being able to complete a degree. For example, many Hispanic students had vague notions
ab-out the meaning of college majors. They did not seek academic- and student support
services for themselves, had unrealistic levels of expectations and often started with small,
seemingly attainable goaJ'S. On;e cdllege president said, "a lot of very capable students don't
beliee they have th~ intellectual power to get a bachelor's degree. Once they go through a
vocational-technical program and realize they can do baccalaureate w-ork, they find much of
the coursework 't.hey took is not applicable and need to take additional work to get a BA."

Another barrier was what one faculty member citea as "'second language interference."
Said this faculty member: "Hispanics are pseudo-bilingual ~functional in both languages —
but not necessarily correct in either."! Another faculty member obser'ed: 'It's nard to take
students where they're at and get them where they should be."

For Hispanic women, leaving the family was often described as a traumatic
experience. Hispanic families tended to view women as nurturers, and leaving the family
was considered to be an act of ingratitude and disregard for the family well-being.
According to one faculty member, "Hispanic families want daughters to get married or get a

43
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job. They tell them to be a receptionist or to get a husband. Success means baing ~
successful in raising a family and then everything else, Conversely, one counselor-said, 5f
an Hispanic male is the dldest scn and the family is poor — they feel it's that son's
responsibility to get a job to help the family. Then maybe the next three to four children
can get an education.”” Further, Hispanic women appeared to lack self esteem. One staff
member said, "'they are told what %o do. They are overly protected...they are told they have
to wait on men and take a back seat to men.”* Ancther college staff member observed that
Hispanic women tended to go into secretarial jo-bs because they were not aware of other
possibilities. Conversely, Hispanic men tended to go into e€lectronices or criminal justice to
become po]icemeq, bodyguards or highway patrolmen, because they liked the idea of wearing

uniforms.
Institution Centered

At the institutional level, factors that influence student achievement and transfer
were found at pre-cdllege, com munity cdllege and senior cdlege. At the pre-cdlege lsvel,
the issues that surfaced included the lack of student preparation ip basic skills, And while
most ad ministrators recognized the importance of developing articulation mechanisms wita
public schools, this was not given a high priority at most institutions. One administrator
said, "we generally do a poor job of articulation with high schodls. We have 1-2 meetings a
year, but we have not gotten down tc substantive discussions of curriculum. This is a very
touchy suhject. High school faculty don't want to be tald what to teach. It's the kind of
activity one puts aside — there are other more important things to do." On the other hand,
most of the colleges did communicate with high schodls on less touchy subjects such as
hosting career days for high school juniors and seniors, having counselors visit high schools
to explain new college policies and offering concurrent enrcliment opportunities. One
callege had adopted a junior high school with a large minority population and had developed
an articvlation agreement with secondary schoal districts in the area of mathematics.
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Interestingly, one community cdllege that had made a significant effort to establish an on~ *

gaing communication system with its local feede:.' high schoaql, still had to cépe with
negative attitudes. One counselor said, "the new high school superintendent sayS he wants
all his students to graduate and qualify for admission to a university. High schodls don't put
the spotlight on the community college, they tell students to transfer to four-year, state
colleges. High schodls like to quote statistics on how many students transferred to
prestigious universities.! Furthermore, there was a concern that because high school
teachers had not had the experierce of attending a community calege, they thought that
students with little academic ability should go to work, and that this was especially true in
predominantly miﬁarlty schoals. Said one admission officer, ‘'some of these students do not
take callege-prep level courses in high school. Aspirations begin to be lowersd in high
schoadls. Parents don't have adequate information about open admissions in com munity
colleges and don't understand how taking a set level of courses in high schoal will track
students into a sector."

At the community callege level, several palicies and practices emerged that could be
characterized as possible barriers to student achievement and transfer. These included
faculty resistance to advise students either because this service was not in their contracts
or they felt advisement was the counselors’ responsibility. Some, though not all cdleges,
reported concerns with racism. Said one administrator, "there needs to be true
understanding and acceptance of minority students by faculty and staff — there is an
alement of racism. }Ve tend to “e fearful of things- we don't understand or are totally
unfamiliar. We need to understand cultural differences.' However, some of the cdleges
had abandoned targeting programs specifically for minority students because there was a
negative stigma attached to taking advantage of these services. Some of the staff felt that
there was an inadequate number of tr;nsfer courses being offered in comparison to
developmental courses. There was also a concern that both the com munity ccilege and
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senior institution catalogs did not providz adequate information for transfer students. At
most of the calleges, data on student retention and transfer was limited. Figures oﬁ student
transfer rates in each campus varied, giving the impression that the college staff was not
sure to what extent there was a retention or transfer problem on ca.;npus. Further, the
com munity callege's two track program leading to an Associates of Arts (AA) or Associate
of Applied Science (AAS), a‘ppeaned to be causing students some problems. One counselor
gaid, “if a student wants to be an electronic engineer and doesn't want to take calculus, he
usually opts for the A AS d.egnee. Then, if he later goes to a university, he may find that the
courses he took from a non-transfer track program will not be accepted for tra.nsfer."x

Additional barriers emeryed in cases where the community callege and upper-level
institutions co-existed on the same campus. In these rases, even when efforts were made to
exchange information about program requirements, a major problem was that students who
initially enrclled in vocational-technical courses in the com munity col‘lege expenenced
problems in u'ansfeznng to the uppen—level institution when they discovened that they had
ifew or no academic courses required for the baccalaureate. Since the upper-level
institution was not authorized to offer freshmen and sophomore level courses, transfer
students were tald they had to go back to the com munity callege to earn the pre-requisites
needed for a bachelor's degree. Administrators at upper-Jevel institutions were also
concerned that community callege students might be channeled into vocational courses that
got funded at a higher level. Compounding this problem was that some com munity cdleges
themselves had two general education (GE) patterns which might have created confusion
when students were planning their program of study. One was for 2 students who wanted to
transfer but not earn an associate degree. The other' was for two-year degree leading to an
associate which often had stiffer GE requirements than the former. Further, upper-level
university administratiors indicated that even though they shared a campus with the
com munity cdllege, the fact was that the two-year colleges had to concern themselves with
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teaching the m::itiple requirements of all universities, as opposed to preparing students to °
transfer to the upper-level institution. Further, effective articulation mechanismé had not
been fully developed, despite the prc;;dmity of the institutions. Said one ¢om munity

Everyone is interested in facilitating transfer, but no one has the time to work things
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. administrator, "there's a lot of work to be done, and it keeps people extremely busy.
n out...we have not sat down to develop a:rtimﬂa.t{:on mechanisms with the senior irstltut:ion,
even after 10 years." A faculty member summed up the situation by observing that there
n was ""no evidence of facilitated flow" of community cdlege students to the upper-level
l' university, and indicating that contact between faculty was primarily to deal with
scheduling and to teach junior and senior level courses at the senior insiitution. ''Contact is
'l not about transfer students and curriculum nor are content issues frequently discussed.
Even PPST scores are not formaily discussed...maost faculty do not have PPST figures, they
'l Just assum e students aren't doing well." '

At the senior institution level, the most frequent barriers mentioned included rising
tuition, the costs involved in application and transcript fees, resistance to change, transfer
shock, and the difficulties invalved in obtaining data about transfer students from four-year
institutions. Further, there was a concern that four-year callege assessment policies might
be having a differential negative affect on transfer students. In one state, transfer students
needed to pay for and pass a math and writing competency exam to enrdil at the state

university. If they failed the test, they were required to take remedial courses that did not

semesters. Community callege staff also pointed to the frequent occurrence of univex"sity
"impacted programs,” those where little or no space was available due to the program's
popularity. This seemed to be the case particularly in the area of business, the top choice in
magors among the community callege students enrolled in the six institutions. According to

' meet bachelor's degree nequirgments at a minimum cost of $210 per semester for two
i one counselor, 'every year the senior institution-changes its business program requirements.

. 47
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If too many apply, they raise GPA requirements. If not enough students apply, they lower
requirements.” Moreover, counselors pointed to different general. education reqt-.ﬂrements
even within the same university. Said one counselor, "the University of California system

has less transfers because none of the eight schoals want to bave a uniform GE transfer
pattern. For example, the UC-San Diego has four GE patj:a'ns. In Berkeley every magor has
different GE requiréments. At the California State University system, all campuses have

the same GE pattern. So the University of California reputation is that it's harder.

Arother administrator bemoaned the traditional indepéndence of four-year cdlege faculty

in determining curriculum, by saying "each one is a uniqie institution and make it a point to

be unique.” There was also frustration when universities failed to accept two-year cdllege

courses for transfer, prompting one com munity college administrator to say, "if the public

only knew how many courses universities use because they don't accept com munity calege
courses, they'd scream kloody murder.” chere was also concern that departmental chairs
changed palicies often, and that university faculty were not always aware of their own
urriculum.

In Texas where the com munity college shared a campus with an upper-level institution,
additional barriers emerged. The staff at the upper-level institution was quite concerned
that the university had a very limited budget, the.¢ funds appropriated from the state were
inadequate, that they operated with a limited staff, and that not enough courses and
programs were available to provide viable options for transfer students. This prompted one
administrator to say, "it's a delusion that four years of education are availahle here..If a
transfer student doesn't want to be a teacher, or go into general business, accounting and
computer science, we can't do very much abeut it.”* There were instances, for example,
where a student had to re-take a course already taken at the two-year callege because the
range of courses available at the senior institution was very limited. The impact of a
depressed economy in the communities these institutions existed intended to exacerbate the
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prohlem. One administrator observed, '"businesses here do not hire managers; they're allin *
the big cities. Students willing to leave can find jobs. However, businesses here hlre at the
lowest level and tra.in employees the way they want. They really don't hire students with
broad educational backgrounds.”

State centered

The most frequent concern expressed by the colleges was that the state under-funded
them. With limited state funds, the calleges felt they could not do very much to develop
new interventions. For ‘examp'le, one California administrator observed that ''state funding
is pathetic,’ and that community colleges needed state money for matriculation and

. articulation, and to develop programs that promoted intersegmental collaboration. There

was concern that Propcsition 13 had lowered local property tax rates, so that coin munity
colleges had to rely on the state for more than 75 percent of their funds. Further, one
administrator noted that the California Chancellor’s office provided guidance and direction,
but had little enforcement power, making it difficult for the state to orchestrate a systemic
plan to improve minority student r<tention and transfer.

In Texas, the calleges were concerned about proposed state funding cuts. One South
‘fexas com munity callege ad ministrator bemoaned that the cdlege had little money or staff
tc make meaningful reform. C]aiming_thaf "the valley neve. gets what it needs, only what's
left over,’ an administrator expressed frustration that staff were over extended. 'There is
a lot of work to be done and it keeps people extremely busy. Everyone is interested in
facilitating transfer, but no one has the time to work thirgs out.”” Another administrator
observed: '"The whole valley has three higher education institutions (Pan American
University-Edinburgh, Texas Scuthmost Callege and Pan American Umverslty-B;'oynsvﬂla3.
This area has simply not been provided for educationally since the 1920s when the calleges
were founded. We have had 61.years of educational neglect. The cdlleges get little tidbits

from the state. Prisons get more money." Texas upper-level institutions also felt under-
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funded, aad expressed the need to improve recruitment, curriculum and program offerings. °
One president ohserved th_a.t with limited state fundirg, "it's very difficult to .create a
tradition of higher education in the com munity."
Com munity centered

4

At the community level baniers emerged, particularly with regard to poverty and the

solation of most of the colleges from major metropalitan areas with major universities.
The caollege staff pointed to the fact ﬁat for students from low SES backgrounds, schoal was
not the pnm:;ry preoccupation, it was ecounomics. “Further, many Hispanics living in
depressed communities were simply not making it through high school. An administrator
observed that "kids are not encouraged to go to callege. By the second or third grade
students are discouraged in insidious ways...teachers scream at kids. There is bad teaching.
They dorn't now bow to nurture and cultivate educational tcchniques. We will be lucky if
students finish bigh sciool Further, college sta?f explained that students were living in
communities with high unempiocyment rates and where there were limited incentives to earn
bachelor’s degrees. Mor=over,. decause of relative isdintion from metropolitan areas, it was
difficult for students to understand an¢ apppreciate opportunities that existed buyond their
communities and for the com munity calleges to deveiop close warking relations with distant
universities. One administrator explained: ''Many studeuts 1n:7 oniy 1-5 universities in one
state. They really don't know universities outside their state...they don't see ther 2s
alternatives and yet some universities are trying to recruit minority students.! One
administrator explained that when he had two $11,000 scholarstips to Boston University, he
couldn't find students to apply. He said, 'Tm amazed at the sense of roots Hispanics
students have...they're unwilling to leave the community and study elsewhere." Finally, the ‘
callege staff expressec concern that com munity calleges were too far removed from senior
instititions to have easy access or contact with them.

RQ3. What community college policies, practices or services have been eftectlve_ in
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contributing to minority student achievement, graduation and transfez?

Among the most innovative programs inciuded Transfer Centers established w'ith state
support at Southwestern Cdlege and Imperial Valley Callege. The services offéred were:
information ahout, general education nequireménts; opportunities to meet with university
representatives on a n_egtﬂar basis; transcript evaluations; University Day and Major Day
where advisors from popular university programs visited the community cdllege campus;
s.tudent follow-ups; a hotline phone service -for students to check on the status of
applications to universities; campus tours of local universities; assistance with university
application forms; a transfer newsletter; career information; and access to local, state and
national university catalogs. At both institutions, Transfer Center directors reported a
phenomenal response to the Centers. They com municated that transfer students were
coming in on their own, that the small staff could and was handling more and more students
and that their log shieets for long-distance calls a week was three pages long.

S.outhwest;am Callege also developed an exemplary partnership model with their feeder
school district. Schoal and college math faculty came together to comnare 2::4 contrast the
math curriculum. The callege also provided tutaring services using students who could serve
as rale models for high schodl students and developed workshops Yor parents to understand
the importance of :zath for their children's future careers.

Laredo Junicr Cdllege established a Hispanic Wemen's Center offering academic aund
career counseling to non-traditional women. The Center also hosted Brown Bag lunch
seminars to give women the opportunity to listen to the experiences of successful Hispanic

womea in their community. Also, the Center had sponsored a yearly conference focusing ~a °

the role of Hispnanic women in society as well as how to overcome barriers on the road to

academic and career success,
Texas Southmost College and Laredo Junior Callege were partjcipating in a state-wide
program that tracked the flow and progress of transfer students. This program allowed
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universities to send transcripts of students who transfer back to com munity calleges. Texas
Southmoest developed an automated degree plan so that students could work on .computer
programs of study for each institution. TSC was zlso planning to track students according to
grade/courses taken at senior institutions. A TSC, a faculty devslopment program included
learning styles seminars, writing actoss the curriculum, and how to teach Hispanic students.
Cochise College deveioped its own Transfer Curriculum Guide that listed the courses
students need to take to transfer to selective universities, and had participated in state-
wide articulatizn meetings invalving two- and fc;ur-yeai' state institutions. Arizona Western
developed an ESL program to accommodate three types of students — those students
without degrees who ex:hibited limited English proficiences and who were enrdled for a one
or two-year program; those students with‘degre& who took ESL to learn English; and .
students who plannned to transfer, but were coming in from Mexican proprietary schoals.
Cochise College also participated in a Higher Education .Linkage Program with the
University of Arizona to help reduce transfer shock. University of Arizona advisors visited
Cochise College and had students visit the univmsliy to explain requirements, financial aid
oppartunities, and introduce students to key people at the university. Also, Cochise College
offered students the opportunity to earn a bachelor's degree in education from Northern
Arizona University without leaving the Cochise campus. Cochise was also developing a View
Book of the callege, a calerful document to outline basic information on financial aid,
admissions, and student life, while payjng special attention to includ:lng Hispanic students in
the book's pictures. )

There was also ,the usual array of academic and student support services, iLe.,
concurrent enrcllment, honor programs, carecr/zdlegz day, tutoring centers, orientation,
financial aid, developmental programs, socisl sctivities, and student recruitment among
others. A limited amount of faculty advisement programs existed in most calleges. All told,
most calleges were concerned about developing mechanisms to increase student retention,
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achievement and transfer, but some colleges had tried and tested mare innovations than °
others. -

In terms of college policies, those re)ated to assessment and financial aid proved most
Muminating. Table 3.1 outlines each BC C remedial studies and placement test enforcement
provisions. While assessment is conducted at all colleges, institutions differ in terms of |
which students need to be assessed and in how strongly they enforce their placement test

palicy. LJC requires all students to take tests in writing, math and reading. On the other

hand, AWC requires assessment only if students are seeking a degree. The staff at Laredo

Junior College was concerned that the great variability in student ability be reduced in all

classes so that instructors could teach to one, not multiple levels. But AWC was concerned

that if fixed test score requirements were set up for courses, there might not be enough

students to £01 up the classes and that FTSE would be decreased. Only two cdlleges (LJC i
and SWC) bad strong enforcement procedures both for placement tests and remedial studies. |
At other colleges, enforcement of palicies was weak, students could circumvent the system,
or students were not required to be assessed.

The most success with student assessment was reported at SWC. At SWC, students
who declared a transfer goal or an associate degree ohjective were required to be assessed
in reading, English and math. Armed with data obtained from a callege predictability study
that examined the correlation between reading scores and chances of succeeding in different
courses, a placement program was developed, and minimum competencies were determined
for academic courses. Students received predictability counseting and using assessment
data, were counseled to enrall only in courses where they had a high probahility of success.
This system allowed students to enrcll in a broad range of remedial and cdllege-level
courses, depending on their basic skills competencies. There was no developmental studies
division at SWC. All faculty were expected to teach both under- and well-prepared

students. This system allowed underprepared students to be exposed to the teaching styles
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of faculty who would likely kx: their instructors again in advanced courses, The staff °
reported this program was working quite well .
Interviews with Directors of Financial Aid revealed the benefits the aid was having on
students. For example, one director said he saw a correlation between the level of ald
awarded and student persistence and transfer. He especially saw a correlation between
being a recipient of college work study and academic success. According to this director,

"if students get free money and don't get invalved with anything and don't interact with the
system of the calege, they won't learn about callege. They will have no sense of belonging
and no schoal spirit."

Moreover, the directors were not only concerned with awarding aid, but also with
monitoring academic progress, All of the calleges had Satizfactory Academic Progress
palicies, and to qualify for cootinuous aid, students had to meet the requirements of
academic progress. In mast cases, students whose GPA fell below standard requirements
were put on probation, rejuired to see counselors and/cr receive tutorial assistance, and
were ultimately disqualified from receiving further aid if their grades did not improve. Thus,
students on aid were required to maintain satisfactory academic progress. At SWC, a
Satisfactory Progress Workshop was held each spring where iinancial aid counselors—.-... —..
reviewed policies and explained the consequences of not performing well in callege.

R Q4. How does the institution monitor student persistence and flow to senior institutions?

Four of the six BCC }nstituﬁons had an Office of Institutional Research (LJC, SWC,
TSC and CC). Nonetheless, accurate data on student retention and transfer were difficult
to acquire. No one at the college appeared to know exactly how many students transferred.
This was due to the fact that some of the colleges did not have the time, resources or
interest to conduct studies on student retention and transfer and to examine the problems

i 5

associated with monitoring student transfers. Problems cited inciuded the fact that at the
l' cdlleges without research offices, research was not a priority. One staff member said,
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"college priority is not there when compared to an instructor who brings in FTSE." Further,‘
even the calleges who had research offices faced problems such as determining 1-) whether
or not a student who took one course at the community college should be counted as a
trancfer student; 2) the numbers who transferred to the wide range of in-state and out-of-
state colleges; and 3) whether or not students who declared a transfer major actually desire
to transfer. Also, four-year calleges and universities were cons::ldened less than cooperative
in sending c-om munity calleges information about bow many students transferred and how
well they were doing after they transferred. In Texas, there was optimism that a new
system requiring senior institutions to report this information to com munity colleges would
eliminate one of the higgest barriers to monitoring the flow of students.

Some of the calleges had conducted student retention studies, but the response to
them was mixed. In some calleges the data were shared with faculty, but in othc_ar colleges
only administrators used the data- At one callege, one administrator said he had conducted
a small retention study, but that he no longer shared data with faculty, because the one time
he did share the data, one faculty member ha.d asked, "how does this relate to my class?"

A magor problem collecting retention datz. was the stop in /stop out phenomenon. Some
calleges were located in communities with highly mobile populations, i.e., farm warkers,
military personnel. Futher, some students who graduated would often return to take
additional courses.

RQS5. What senior institution policies and practices influence student transfer and
completion of the baccalaureate?

To address this question, the proiect director visited two upper-level institutions in
Texas which co-existed with a community college on the same campus. These senior
institutions vere created to give students who.lived in isglated com munities the opportunity
to initiate and complete a baccalaureate program of study without leaving their com munity.
The senior institutions and corresponding community colle_ge;s which were visited were

it
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Laredo State Unviersity (Laredo Junior College) and Pan A merican University at Brownsville
(Texas Southmast Cdllege).

These upper level institutions are unique in that 1) they offer only jtmior,' senior and
graduate level. work, so that all of their population is comprised of transfer students; 2) they
) co-exist with a com munity callege on the same campus, in theory making it easier for two-
year callege students to transfer. The concept of upper-level institutions in Texas is an
innovative configuration which recognizes the <xpanding rdle perfofmed by junior calleges,
the need to avoid program duplicaﬁon' and to provi'de the opportunity for students to
continue with advanced and gradua"oe level work.

Laredo State University

Laredo State University (LSU) provides upper-level (junior and senior) and graduate
level course work in three divisions: Arts and Sciences, Business Administration, Teacher
Education and Psychology Gra,duaua Studies are also provided on a limited basls, mainly in
B.lsiness and Educa.tlon. Originally, the Board of Directors of Texas A&I University a.t
Kingsville was authorized-to establish a Center in Laredo entitled Texas A&I University at
Laredo. The Center was intended to work cooperatively with Laredo Junior Ccllege, which
was already providing a general academic program at the freshman and sophormore levels, as
well as continuing programs. Physical facilities were leased from the junior cdlege and
students were accepted for the first time in August, 1970 with a headcount enrcllment of
286. In the Fall of 1972, a survey indicated substantial demand for graduate work.
Authorization was granted from the 63rd Legislature to initiate a graduate program at
Texas A&I University at Laredo. On September 1, 1977, the Universi.ty's name was officially
changed to Laredo State University (Laredo State University catalog, 1085-87). This
allowed the university to be an autonomous, degree-granting institution, as opposed to being
a branch campus of Texas A&I University in Kingsville.

Roughly 20% of the student population at Laredo State University is
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Hispanic. Most of LSU students come from Laredo and from small, nearby com munities °
such as Hebbronville, Zapata, San Ygnacio, Cotulla and Eagle Pass. Roughly £ percent of
LSU degrees go to Hispanics, LSU operates with a staff of 27 full-time faculty, 25 part-
time faculty and four full-time counselors. Approximately 50 percent of the faculty at LSU
is Hispanic, and all except one of the counselors are Hispanic (Table 3.2 & 3.9).
iPan American University at Brownsvﬂle;

Pan American University at Brownsville (PAUB) was authorized as a center of Pan
American University in Edinburgh by the Texas coordinating Board in the Spring of 1973.

gty e

. That year, PAUB opened with an enrcllment of 398 students. The University offers programs
.in Arts and Sciences, Business Administration, Education and graduate studies. The PAUB
l Center made it possihle for area students to pursue undergraduate and graduate studies
without the necessity of travelling con:siderable distances to the Edinburgh Campus of Pan
! American University or to other distant universities. The Center serves Texes Scuthmost
I Cdllege transfer students, area teachers, plant and business personnel, housewives, and other
students who wish-to continue or upgl-'ade their education at the Brownsville campus (Pan
l American University at Brownsville catalog, 1986-87).
) Unlike Laredo State University, PAUB is not autonomous or degree granting. All
I " curriculum decisions, financial aid processing and degree awards are made at the Edinburga
: _campus which is 60 miles distant. While this arrasgement had reduced costs, it nas created
' some administrative problems for the Brownswille Center. For example, when the
I . Edinburgh computer goes down, it affeqts the Brownsville campus.
. About 73 percent of the PAUB student body is Hispanic. The mean age of students is
l 31, ar¢ more than 50 percent are females. The Center serves about 35 percent of Cameron
County students and offers an alternative for students to obtain a baccalaureate without
l driving to the Edinburgh' campus (60 miles distant) or to Texas A&I University in Kingsville
I (125 miles distant). Like LSU, the Brownsville Center operates with a limited staff of 34
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faculty and only two counselors. Roughly 56 percent of the faculty is white and 35 percent
is Hispanic (Table 3.2 & 3.3). .
Factors Enhancing Student Transfer

Both LSU and PAUB share a common organizational design as well as policies and
practices which facilitate student transfer from the com mt_mity calleges yvhich are located
on the same campus. Organizationally, both universities are upper-level institutions offering
Junior, senior and graduate level work created by the state to provide oppartunities for
students who live in isdlated communities to complete their postsecondary education. Thus,
many students with family obligations or financial constraints are afforded a viable
alternative to continue their postsecondary education in their own communities. Further,
since both institutions share the same campus and often the same facilities, it is possivle to
reduce costs, share resources such as faculty and library fac.lities, and work closely to
ensure that a unified, ccherent program of educaticn ig available for area students, Since
the two-year and upper-level institutions are funded separately according to different state
fuhding formu]as (i.e. community college funding is based on contact hours while. upper-level
funding is based on semester credit hours), and have their own adminstrators, faculty and
staff, it is also possible for each callege to maintain autono my and a separate identity. In
particular, the two-year callege can maintain its comprehensive, community callege
mission, remaining flexible and responsive to local educational needs. Indeed, each upper-
level caollege has developed palicies and practices which are designed to improve articulation
with the two-year callege and to enhance the transfer process and baccalaureate

completion.
Bachelor of Applied Arts and Sciences (BAAS). The BAAS degree was developed in

resnonse to students who started a non-academic, transfer program of study in the
community callege (Le. mid-management, computer sciences, allied health, child
development, etc.) and later expressed a desire to transfer. However, the BAAS is now
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pursued by students who initially majored in education, but were unahble to pass the Pre-
Professional Skills Test (PPST), an exam which must be taken after the enci of the
sophomare year to qualify students to enrdll in a teacher training program of study. The
BAAS makes it possible for students who gain employment in managerial positions to move
up the career ladder.

Facuity exchanges. Two-year and upper-level college faculty are often used to teach
courses in each othei’s institution. In particular, upper-level cdleges use com munity calege
faculty to teach courses in areas such as bidlogy, business, computer science, healtt and
physical education. This practice helps studeits to learn from the same faculty at the
lower- and upper-division levels and generates coherence since students attend courses on
the same campus and classroom. Further, com munity college faculty are often invited to
meet with upper-level institution faculty to share teaching and curriculum problems and
practices and to select textbooks.

Course/program comparisons. LSU developed an equivalency chart which details all

courses at LJC and how they transfer to LSU. Similarly, PAUB has a Match Book which
indicates which TSC courses transfer to PAUB. Both LJC and TSC have assigned a
counselor to work with students who plan to transfer to the upper-level institution.

Opportunity to take concurrent courses. Students with advanced community callege

standing may enrall for courses at the upperlevel institutions.
Faculty Advisement. LSU offers one-on-one faculty academic advisement, and

students get a computerized degree plan. Further, students at both upper-level institutions
benefit from personal attention from their justructors. Since only a small number of faculty
are employed, students often take more than one course with a faculty member, which
allows students and faculty to know each other and tO0 develop relationships through
individual interaction.

Student recruitment. On a limited basis, both LSU and PAUB have a recruitment
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officer who recruits students fmrﬁ Junior calleges and nearby cities. In addition to the
above, the upper-leval institutions have implemented unique palicies and practices .deslgned
to facilitate student retention and completion of the baccalaureate. Far instance, LSU has
developed a Language Proficiency Lab to help students develop their English language skills

in oral and written com munication. A joint semester course scheduie is published by TSC
and PAUB each semester. Further, PA_UB has a computer 1ab which is often used to buﬂd
writing skills, Test preparation sessions to acquaint students with the PPST, GRE and

GMAT are provided free of charge at PAUB. At LSU, liberal financial aid palicies have

been helpful. For instance, at LSU, no cosigner is required for loans; an installment plan to
re-pay loans has been implemented and LSU also allows students to use credit cards to pay
for tuition and fees. When an LJC student is concurrently enrdlled at LSU, financial, aid is
set for a full-time student. Further, LSU students get a small tuition break if dually
enralled at LJC. ' ,
Barriers to Student Transler
While on the surface it may appear that students in regions surrounding Laredo anci
Brownsville are afforded true opportunities to attain a four-year program of study by
transferring from the community college to the upper-level institution, closer inspection
provides evidence that students may find more barriers than opportunities. The barriers
may be categorized as follows: :
Depressed location/com munity environment. Both Laredo and Brownsville are slwated

.in one of the most deprese~d regions of the nation. Both cities were critically affected by

the peso devaluation in Mexico. Unemployment rates often soar above 20 percent,
businesses have been forced to shut down, and poverty is rampant. This severe economic
depression prompted one ad ministrator to say, "A cloud has come in against Brownsville." In
this scenario, students bave little, if any, incentives to attend college. Further, most
Hispanics consider family responsibilities their number (ne priority, and are reluctant to

60
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leave the area, despite eccnomic hardship, According to one administrator, "the schoal °
system drop out rate is 50 percent — there is no chance for advancemeni‘. in the
community...what is the incentive for them to finish? Students get discouraged when they
see high school graduates in jobs with salaries of thase who did not graduate." Further, both
citleg are relatively isolated Laredo is 150 miles distant from any major metropalitan city
and though Brownsville is surrcunded by several small cit_les, the largest metropaiitan city is
a.b(_mt 225 distant. This isdlation precludes the fostering of intellectual vitality in the
Laredo and Brownsville area. Students are not exposéd to a wide variety of cultural and
_educational activities or to a broad range of views and peI'Spéctlvas of diverse people. Thus,
the absence of economic incentives, the effects of depression and the relative isolation of
cities where these institutions are located may preclude students' motivation to take
advantage of higher education opportunities.
Limited sﬁaff. Both. upper-level institutions q;ergte with a small staff of

administrators, faculty and counselors. Administrators often assume several roles. For
instance, the vice president of Academic Affairs at cae upper-level university is also in
charge of instititional research and planning, public information and program development.
This administrator said, "I have constant interruptions...I can't set office hours-because it's

difficult to manage time.” Morever, faculty appear to be overloaded, and have limited time
for scholarly work or community/professional service. One faculty member expressed the
| essence of this prohlem: '"Faculty members teach four courses at minimum, and often teach
5-6 courses as overloads. Because of low student numbers, we often teach four or five
different courses...Because we have multiple preparations we have no time for research.”
Due to small faculty numbers;, there often existed small, one person departments. But while
having students exposed to faculty often facilitated close contact and personal attention,
one administrator bemoaned that faculty were not as effective as they needed to be:
“"Faculty .have a difficult time accepting that we don't deal with traditional students.

.
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Students don't seek assistance as a matter of course unless in deep trouble. Faculty think -
students should be mature and responsitile, but there has to be a balance." In short, staff
limitations affect both the quality of institutional leadership and the instruction and
advisement‘pmgra.m.

Limited program offerings. A prime concern of upper-level college ad ministrators and

faculty was the small inventory of course and program offerings. Both LSU and PAUB were
authorized to offer only a small number of courses for students with teaching or business
rnajors. This untenable situation prompted one admistrator to say: "it's a delusion that four
years of education are available here...Jf 2 student doesn't want to be a teacher or go into
general business, accounting and computer science, we can't do much..Jack of programs is
our biggest barrier. For example, a student can't get a B.A. in math, but can get certified in
math...Limited teaching fields also exist for education majors. The con. 1wunity calege has a
comprehensive array of courses, but students transferring have had a limited number of
options...It is very difficult to create a tradition of h‘igher education in the com munity."
Further, these limitations hindered the ahbility of the university to both attract quality
faculty or to develop a high quality program of study. Said one administrator, "it's not very
exciting to have a degree in English when we have only two English faculty and one palitical
scientist... We can't attract studerits or professors because we don't bave programs.'

At PAUB, this situation was worse, given the fact that PAUB was a center of the main
Edinburgh campus. For example, since all upper division courses were not in high demand
every term, occasionally not enough classes were made availahle to stiidents. This created a
hardship for students who could nc* make the 60 mile trip to Edinburgh and had to wait until
classes were offered at the Brownsville campus. Further, the PAUB Ziculty expressed
concern that curricrlum decisions were made at the Edinburgh campus and that PAUB
faculty had no imput on curriculum matters. One faculty member said, "Edinburgh has the
curriculum com mittee...they determine what courses PA UB should offer. Because PAUB is
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not autonomous and degree granting, we must mimic the Edinburgh curricullum." The PAUB-
faculty also bemoaned the fact that funds and equipment were donated to the Edinbmgh
campus and .tha.t students in Brownsville were discriminated against because PAUB was not
authorized to solicit funds. The university had no endow ment, donations and no development
office. One PAUB faculty member said, "because our program offerlngs are very limited,
students are mld that the program at Brownsville is inferior to Edinburgh

Finally, the fa.culty were concerned that the students they dealt with often lacked
'baslc skill proficiency, but that the university was rot authorized tc offer remedial work.
At LSU, efforts to address the remedial protlem were implemented through a language
proficiency lab where students could use computer assisted instmctlon_to upgrade their

writing skills, However, because of staff and funding shortages, PAUB had no lab. Instead,

Py

students needing remedial work were referred to Texas Southmost Cdllege. In short, the

ur range of programs is very limited...this gives way to the notion that certain professions
are for the white population, and others for Hispanics." And another administrator said, "if
the state does not allow us to expand, we cannot offer a BA in math or basic science. Yet,
students are trapped to be small business operators or teachers..s this all Hispanics can
do?"'

Conflict with community coilege. While most faculty ani administrators considered
the benefits of working with the nearby community cdlege, they painted to several
problems. For example, although a PAUB counselor was assigned to work with TSC, often
students were adviszd to take courses for a two-year degree that could not transfer or appl;;
towards a bachelor’s degree. This practice occurred particularly with students enrolling in
vocational-technical programs such as computer science. Usually, students were faced
between selecting a course that carried academic credit versus one that did not G.e.

Introduction to Accounting vs Principles of Accounting, Fundamentals of Speech vs

I limited array of programs and resources for students rompted one faculty member to say,
I "o
|
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Principles of Speech). In these instances, students were often advised to take the non- ~
academic course. Said one faculty member, "counselors have a vested mterest- to have
students take their courses that count for enrcllment.”" Further, sometimes students would
take courses at the lower divislon.level such as History of Mexico, Business Law, Money and
Banking 1.-.hat were required at the upper division level. Because the upper-level institution
had a limited array of courses, student'_.s were often asked to repeat a course they had
already taken at the community callege. The upper-level instutiton was often faced with
the problem of not being able to accept all credit houfs for transfer from the com munity
callege. One administrator said, "at other universities, students are told that they will
accept 60 hours, but that they hafd to take 90 hours from the course inventory. But LSU
cannot accept some credits. We tell students to go back to LJC to take luwer-level courses.
This causes a lot of frustration."
In fact, the conllicis cited aoove gave way to the creation of the Bachelor of Arts in
App]ied Science (BAAS) This degree was devebped for students whe initiated a vocational-’
technical area, and then wished to complete a baccalaureate. According to one
administrator, "the students don't know they are capable of earning a B.A. When they come
to LJC, students feel the must important part of life is to prepare for a professional job.
Once they go through a vocational-technical program and they realize that they can do B.A.
work, they find that much of the coursework they took is not applicable and that they need
to take additional courses to get the B.A. degree...But because LSU is restricted in the
nu.mber of courses and duplication exists with LJC courses, students find there is not a broad
array of courses to take. Then they have to go elsewher= or stay home...so _umetimes even
though the sttident took a course at LJC, LSU cannot accept it because students must take
18 hours of coursework at LSU. This degree has not caught fire."
Other concerns included the fact that while attempts had been made to share
icformation cn course rigor, the upper-level institution had no direct power to tell

64
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com munity ccllege faculty what to teach, emphasize or cover. (One administrator felt that °
PAUB was the best kept secret in South Texas — that community cdlleges did ﬁot view
PAUB as a via’le option for their students: '"Some students at TSC don't know they can get
a degree in accounting a PAUB." According to another ad ministrator, '"it's 2 matter of ego.
Community callege faiculty feel they have gneate:r sa:tisfaction when they tell students to go
toa pmsftigious institution."! However, the university staff admitted that, "it's easier to

!

transfer to cther universities. We have limited lower level courses, others have a broader

range."
Student deficiencies., Despite the fagt that all of the students enralled in the upper-

level inst;lmti.ons were transfer students who should have acquired necessary academic
proficiencies to perform weli.in college, the uni\}etslty staff bemoaned the "eondit!on of
education of transferstudents. One faculty memi:ersaid students were ""way behind in basic
siedlls Another said that "the number of students deficient in basic skills had increased."
Yet, the university staff was willing to acknowledge that the basic skills problem was due to
multiple factors, and not necessarily the fault of com munity calleges. The factors included
lack of preparation in high school and at the com munity calege. According to one faculty
member, because students were isalated from the outside world ax_xd refused to leave the
com munity, "students have no image <f what they present to the public. They don't have
preceptlén of where they stand on the nationsl level...They compare themselves only to this
city...They lack vision...When they leave this city they feel threatened with language and
competency. But here, they think they're doing very well'' Limited language and
com munication skills were com monly cited pmblfi ms, but the university staf? felt frustrated
that because they were not authorized to offer remedial work, they could do little to assist
Studeats. The faculty thought they shouldered the weight of dealing with students with
academic deficiencies because "the really bright Hispanic students get schalarships to go

e.‘lsewhexé."
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Assessment Practices. Ironically, the problem of student underpreparation in basic -

skills had forced the com munity college and upper-level institution to work togetiler more
closely and to foster the attitude that transfer students were both the two-year and upper-
level institution's studentg. Through increased assessment practices, both institutions had
begun to identify a-nd rectify problems in reading, writing and mathematics. For example,
at LSU, a palicy was initiated that all students had to pass an oral and written Language
Proficiency Exam (LPE) before entering any callege level English courses. Students were
allowed to take the test an unlimited number of times to pass it. However, assessment
practices had also had a nezative effect on students, and had been the sshiect of
controversy.

The test that generated the most controversy was the state mandated Pre-Professional
Skills Test (PPST) for teaching majors. The PPST must be taken 2t the end of the
sophomore year, and covers gram mar, writing and math. Teacher education majors were not
allowed to take more than six hours of education courses unless they had passed the PPST.
One university faculty :"ember explained that transfer students, especially Hispanics, were
"doing terrible" on-the test and that the PPST had scared students away from majoring ir
education. The reasons for high failure rates were cited as fear of exams, lack of time t
read and respond toc questions, poor reading comprehension and overall lack of academic
preparction. At LSU, which was not authorized to be a test center, one administrator cited
the fact that students had to make the 150 mile trip to San Antonio. ""They leave here at 4
a.m. to find the place. Often they haven't eaten or slept well. So they don't do well on the
exams." Of course, high PPST failure rates reflected on how well com munity colleges were
preparing students in reading, writing and math.

Another test teacher education students must master was the state mundated
Exmaination for Certification of Education in Texas (EXCET). Students taking the EXCET
could get certified to teach in Texas if they passed the exam which covered professional
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development suca as methodalogy and philosophy, and content in a student's teaching field. i
For example, an English major at the secondary schoal level would take two portlc;ns . the
EXCET, one in English and op® iz professicnal deviicpment at the seconzgury school level.
University staff claimed students were not doing very well in the EXCET. Thus, while the
tests might have had a salutary effect on teaching and learning policies and practices at
both institutions, they might also have had a negative effect on stidents who viewed these
tests as yet another stumbling block that precluded their ability to earn a baccalaureate and
to practice in their chosen profession. Further, the un.versity staff was concerned that they
would lose enrallments if fewer students could pass required tests. Ope faculty mcmber
expressed this concem by commenting that the tests could devastate enrollments: ‘“will
tests reduce or postpone the transfer rate?' Another concern was that the state was
considering a Rising Junior Test which would have to be taken at the end of the sophomore
year, for all majors. If this test was mandated, the university staff thought enrcllments
would go dowi.

The university staff also identified other barriers to student progress. According to
one administrator, "more than 50 percent of our students are employed full-time. They
don't have the opportunity to interact. We have no residence dmenston.'*~—Another
bemoaned tuition increases in Texas, and that financial aid was simply not enough for most
students: "Schooal is not the primary preoccupation with people, it's economics. Students who
work full-time can't put time into academics. So they come unprepared.”

Further, re-entry women with families often had external preoccupations as well as
child care problems. Housing for studen's was cited as poor and very expensive, placing a
burden on out-of-town students. Because many of the graduate students were teachers
working full-time, their&‘larles were too high to qualify them for financial aid. Finally,
faculty indicated that because of low standards at the two-year college level, expectations
would drop at the university, affecting their competitiveness. Another faculty member said,
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"students hava a lackadaisical attimde...Théy have not thought of what they want to do.
They don't know how to transfer or the consequences of changing programs. They a.re not as
aggressive as they should be." '
Limited monitoring of students. While assessment practices have helped both the

community colleges and upper-level institutions to identify their students’ academic
problems, other types of monitoring such as assessing how many students transfer in andout
of the university, determining student retention rates and corducting student fdlow-ups
atter graduation were either conducted on a very small scale or not done at all. No one at
the upper-level institution could determine exactly how many of their studeats bad
u-an&emed from their nearby community college. Administrators cited limited time,
money, staff and resources as reasons for not monitoring students or conducting institutional
research. <“here was no full-time person in charge of institutional research. No special
person dealt with retention 6r transfer. Further, another administrator said the university
bad no time or person to keep up with how many students completed degrees or pursued
graduate degrees. One president said, "it's difficult to track completers. It takes students
4-5 years to finish..JI guess 72 percent finish after transferring.'" Further, university staff
pointed to irregularities in student enrallment patterns. Some students got a bachelor’s
degree at the upper-level college and went to another university to get a graduate degree.
Others atttended the university for one semester, but went to get a graduate degree
elsewhere. However, university officials expressed concern that they were receiving most
¢: the transfer students who were academically underpreparsd as well as students who
started on a vocational-technical track at the two year callege. Said one administrator,
"Many com munity callege students are not on an academic track. They are on a two-year or
certificate track, so LSU is drawing from a smaller popula '

State related problems. Wien the Texas Coordinating Board created the two upper-

level insitutions, the focus of the universities was restricted to Business and Education.
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However, both LSU and PAUB officials felt that it was time for the state to grant ther: )
authorization to provide additional programs. One ad ministrator said, it costs more and the
Board does not want the institution to expand its rale and scope.'' The administrators argued
that South Texas as a whaole had received limited state wp@, despite its depressed status.
They painted to state neglect =xtending to public schools which nad few resources and too
many students per class. They also argued that poverty, iliiteracy and poor schoaling were
vestiges of long periods of neglect. One administrator expressed the fact that their region's
population had increased, and that the number of children coming to colleges deficlent in
language skills had also incrzased. He said, "it takes a long time for ’-:.hé system to re-group
and address these problems." Yet, administrators and faculty also pointed out that many
reforms had taken place in Texas and that the impact of these reforms was coming. ’

State funding differentials were also cited. Aid for upper-level institutions was
enrallment dx_'iven based on s_e_meﬂter credit hours with no funds _tp_devc_a_lpp programs. On the
otl';er hand, the com munity college funding was based on stude;t cbntact hours.

Thus, lack of viable programs, courses, staff and fiscal resources, as well as the carzy-
over of long periods of state neglect had comhined to limit the ability of the upper-level
institutions to work cooperatively with the com munity calleges to provide opportunities for
students to e.rn baccalaureate and graduate degrees. One president said, "no matter how
closely we work with the community calleges, if there are few options, students will leave,
get an associate or not go on. This is a waste of talent.' An another administrator sum med
up the problem by scying, "the state needs to address program availability and provide
choices for students. If not, South Teras will continue to be educationally deprived. We
need new programs and comprehensive status We can't continue to say higher education is
available within a 50 mile radius. We're only here so they can say that.,"
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Table 3.1
Remedial Studies

. Enforcement Provisions

~ competency.

Recommended, not required

Student may waive recommendation -
to enroll in remedial work

H

Required of all students according
Minimum Competency Policy

Computer -- puts a block on students
who attempt to register in courses
for which they do not have minimum

Required of all students, according
to placement test.

Placement Test
Enforcement Provisions:

Required only if secking degree

Placement tests required in math,
English and reading, but student can
circumvent system. ‘A reading score of
is required to graduate. No test
required if student has RA or taken only
one course.

All students who take more than six
units or have declared a rajor are
are tested. Those who enroil for
personal jinterest are excluded.

All entering students take test
in writing, math and reading

Students who took the ACT or SAT are not
required to take TSC placement tests.

All other students required to take

tests before they register in English or )
Math. Enforcement is weak. 7 i
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Table 3.2

Laredo State University and Pan A merican University-Brownsvils Headcount
Enrollinent by Ethnicity,

University Fall 1983 Fall 1984 Fall 1985
White Hispanic Other  White  Hispanic Other Whi te Hispanic Other

Laredo State U. - 108(11) 739(78) 95(10) 107(12)  712(77) 109(12) 102(12) 674(78) 90{10)

Pan-American 272(25) 785(73) 22(2) 282(23) 90(75) 24(2) 305(25) 912(73) 27(2)
U.-Brownsville

*Includes blacks, Asians, Amerizan Indians and Foreign students

Source: %Governor Mark White. Annual Narrative Report for Academic Year 1985-86 on the Texas Equal Education
Oppo!

rtunity Plan for Higher Education, Tables I11-3, 111-4, and III-5, pp. 89-91. August 15, 1986.
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Table 3.3 -

Laredo State University and Pan-American Universi ty-Brownsv111e
Fizulty and Counselor Commposition, 1987

B Faculty Counselors

) White Hispanic Other White Hispanic Other
Laredo State U. 12(44) 13(48) 2(7) 1(25) 3(75) -0-
Pan-American U.- 19(56)  12(35)  3(9) 1(50) 1(50) -0-

Brownsville

Source: Data provided by LSU and PAUB.
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CHAPTER 1\')
A RESEARCH PORTRAIT of BCC TRANSFER STUDENTS

Rationale
Com munity callege critics cite that while nearly two-thirds of entering two-year college
students declare a transfer-related educational goal, only a minute number actually transfer -
to eventually earn four-year dr_egrees (Richardson & Bender, 1985; Bensimon & Riley, 1984;
Astin, 1982). In the U.S. southwest, a traditional center of Hispanic population, there is
mounting -concern that while Hispanic students are differentially concentrated in com munity
calleges, they bhave attained only minimal success mﬁving from lower- to upper-division
programs that Jead to the baccalaureate (Lee, 1985; Wilson & Melendez, 1985; Astin, 1982).
I two-year calleges are ever to launch significant reforms to turn the current low rate of
transfer around, it is imperative that an empirical base of knowledge be made available.
Research is needed to understand the factors tﬁat influence student transfer attitudes and
behaviors and to serve as the rationale for the devel;)pment of programmatic dgﬂjigns and
evaluations of academic and student support strategies. Further, there is a critical need to
lift the resvarch base about transfer students which is largely marked by methodalogical
f’aws and limited utility.
Purpase

The purpcse of this stnd:y was to determine how student background characteristics,
behaviors, and atﬁtudes-exhibﬁed during com munity cdlege enrdllment influenced student
predisposition to transfer. Tc; address this goal, the study tested a model of student
predisposition to transfer (i.e., student transfer behaviors and attitusles) on a Border Cdlege
Consortium populatioi. More speciﬁcaJJy, this study examined the structural relationships
among five constructs: a) student background factors; b) initial commitments; c) social
integration; d) academic integration; and e) pre-disposition to transfer. Student background
factors were examined to détermine the direct and indirec* effects these factors had on
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com munity college students' pre-disposition to transfer and the direct and indirect effects *
initial commitments, social integration, aud academic integration had on thnee. multiple
indicators of the dependent variable pre-<isposition transfer: (a) the number of four-year
institutions students planned to apply for transfer, (b) transfer behavior and (¢c) transfer
perceptions.

Theoretical Framework '

Tinto's (1975) model of student attrition has provi.ded the theoneﬁca;i framework for
several retention studies (Pascarella, 1980; Fox, 1985; Bean, 1980; Wolfle, 1985). The
modification of Tinto's model allows for the examination of direct and indirec. effects of
pre-callege variables; institutional/gcal com mitments, and academic and social integration
factors on student persistence. However, nc studies on transfer students have incorporated
Tinto's theoretical model. .

~ This study employs Tinto's (1975) theoretical fra.mework to deveiop and test a causal

model of structural rela.tlorsh:ps among the fohowing variables: Student background

factors, initial commitments, so..al integra.ﬁon, academ:c integration and pre-disposton to

transfer.

Student background factors included high school grades, mother's and father's

education, encouragement from significant others, and ethnicity.
Initial commitments comprised importance students attached to achieving their

educational goals and to attending their institutions. '
Social integration factors included faculty contact outside the class, invalvement in

extracurricular activities, informal conversations witla faculty, reading the cdlege paper,
looking at bulletin boards for announcements or special activities, and participating in
freshmen orientation.

Academic integration was comprised of four multiple indicators. These were 1)

academic perceptions = perceptions of aéademic experiences and career pr'epara.ﬁon

b
-3

o
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' ' experiences; 2) perceptions of transfer = perceptions of transfer opportunities on campus,”
assistance obtained from counselors, special services for transfer students, informatlon
l about transfer opportunities, encouragement received from faculty to think seriously about
. transferring, priority callege gives to incn:asing the number of students who transfer and
giving students who plan to transfer extra reading assignments; 3) behavior counseling =
: l partlciipaﬁon in academic and ca.reer counseling atd meetings with recruiters from four-year
3 co]Jeg'es; 4) academic behavior = participation in study groups and honors programs, using
i

]

i

i

~
Yy

the library to study, making appointments to seek faculty advice, asking faculty for advice,
taking class notes, taking notes from assigned readings, asking faculty for additional
references, attending campus lectures, asking instructors for help with writing skills.

The dependent variahble, M@- tion to transfer, was comprised of three multiple
indica%oxs: 1) number planned to transfer = the number of four-year institutions students

planned to apply for transfer; 2) transfer behavior = discussing transfer opportunities with

friends, seeking information about transfer from counseling office, seeking information
about transfer from faculty, seeking information about transfer from friends who plan to
transfer and friends who already transferred, seeking transfer information from a four-year
institution and seeking information from community cnllege catalogs; 3) transfer
perceptions = impartance attached to transferring, feelings about the possibility of nbt
tzansténing, importance attached to getting a job as opposed to transferring, importance
at&cﬂed to ransferring after earning an A.A. degree, and perceptions about worrying

i

i by 3 -
g - i

about :izlansfemng in the future.
Method
To acquire data from the variables specified in the theoretical framework, a Border

Callege Cénsorﬁum Studen: Survey was constructed (Appendix C). The items in the survey

-

were borrowed from a South Texas Student Survey (.Rendon, 1982) and irom a questionnaire
used by The Center for the Study of Community Colleges administered to a sample of




SV ISR 2 e > PP

71

students enrolled in 24 of the Ford Foundation's Urban Community Calleges Transfer -
Opportunities Program (Cohen, Brawer and Bensimon, 1985). '

A systemauic random sample of BCC students was taken from four disciplines where
transfer students were likely to enrcil: English, math, history and business. Stratified
sampling was used (as opposed to selecting a sample from the total population at large) to
ensure that appropriate number of elements were drawn from homogenous subsets of the
population as well as to reduce sampling error. Thus, a stratified sample was considered to
be more representative on a number of variables thai was the case for a élmp]e random
sample (Babbie, 1973). It was decided to take a random sample of five percent of each
institution's Spring 1987 enrdllment. The five percent enrcllment figure was then divided by
95, the approximate number of students per ‘lass. This figure yielded the number of class
sections to be sampled per institution (Tablc 4.1 ). To determine the number of cliss
sections to be sampled per discipline, the Spring 1987 class schedule of English, math,
history and business classes was used to count the number of class sections being offered
that term for each discipline. This figure was multiplied by five percent, which yielded the
number of class sections to be sampled per discipline (Table 4.2). Thisprocess ensured
that equal proportions of sStudents were sampled in each institution. Further,
the class section was used as the unit of sampling even though the student was
the unit of anaiysis. ' ‘

A total of 64 class sections were sampled during April-June, 198/. Each
Institutional Contact Person working with the Project Nirector coordinated the
administration of the survey. A total of 1600 student questionnaires and 64
faculty surveys were sent. Hovever, some classes had less than 25 students
attending class, while others had more than 25 studenus attending. A total of

647 questionnaires were returned, which were sorted accordirg to ethnicity:

(o%)
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Hispanic 422 (85)
White 147 (23)
Black 19 (3)
Native American 11 (2)
Asian 3 (5)
Other 15 (2)

Total 647 (100)

Since Hispanics and whites constituted 88 percent of the population, it was
decided to drop the other ethnic groups from the analysis. Thus, 569 surveys
were used to conduct the analysis of the data.

Structural equation modeling and LISREL VI® (Joreskog & Sorbom, 1984) were
used to examine the parame’er estimates of the structural and méasurement models
of the hypothesized causal model. Measures of goodness of fit were examined to
provide indices for the overall fit of the causal model in the study.
Covariance structure models combine 2 measurement model and a structural
(causal) model into a complete ridel and are analogous to a combination of
factor analysis and path analysis. The most powerful aspest of LISREL is that
the parameters for the measurement and causal models can be estirated
simultaneously, staudard errors can be obtained, and the goodness of fit
evaluated (Bentler & Speckart, 1987 Bentler & Weeks, 1980; Joreskog, 1977;
Pedhazur, 1982; Long, 1983). Because a polyserial correlation matrix was used
to analyze the data, a Chi-squared gootness of fit was not possible due to the
use an unweighted least square solution. All other indices for assessing the
fit of the model were used, including the total coefficient of determination for

the Y variables and the structural equations.

FINDINGS
The findings of this study are divided into two parts. First, descriptive

data on selected variables will be presented. Second, inferential data acquired
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through the testing of a model of student pre-dispositions to transfer will be °
described. .
Student Background Cheracteristics

The sample included 422 Hispanics (74%) and 147 whites (26%). It is
interesting to compare Hispanic student background characteristics with those of
white sftudents. In this study, the following differences between Mispanic and
white s.tudents were noted. Hispanic students were younger; their mean age was
22.77 compared to 26 for whites. Hispanic studenivs' parents had less education
than white parents. The mea.n years of schooling received by Hispanics parents
was eight, compared to 12 for whites. ilispanic students came from families with
lower spcio-economic status than whites. Only 31 percent of Hispanics came from
families with incomes that ranged "above $20,000, compared to 59 percent for
whites. Hispanics reported earning lower high scl_lool grades than whites,
although it was interestirn; to note that more than 50 percent of both whites and
Hispanics reported earning A's and B's. However, 53 percent of Hispanics
compared to 61 percepi of the whites reported earning A's and B's. lMore
Hispanic students {61%) than white students (46%) were enrolled at the freshman
level. Similarly, although over half of the sampie was enrolled full-time, 76
’percénti of Hispanics compared to 61 percent of whites were attending college
full-ti:me. Hispanic females (58%) outnumbered males (42%), but the white sample
was eve.;nly divided (50%) between the two genders. Mothers and fathers provided
t.e moSt encouragement for studeats to atténd college for both Hispanics and
whites. Hispanic students appeared to be receiving more encouragement to attend
college from high school teachers and counselors than white students. Salient
student background factors are portrayed in Table 4.3.

-About 49 percent of the Hispanic hou Jlds spoke only Spanish or more
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Spanish than English. Whites reported earning higher grades in the com munity callege than -
Alspanics. About 69 percent of whites reported earning A's and B's compared to 45 percent
of Hispanics. Finally, whites reported earning more (over 40) community callege hours
(43%) than Hispanics (34%).

In summary, the major differences between Hispanic and white students were:

o  Whites have higher high schoal grades

o  Hispanics come from familles with lower SES

o] Whites make higher grades in the community college

o Whites earn more callege hours

o Hispanic students are younger. _

o) Hispanic mothers and fathers have less education
Reasons for Attending Com muzity Callege

Tahble 4.4 provides interesting findings regarding the reasons why students eardll in
com munity cdleges:- The m;d'n neason cited by Hispanics and whites was to prepare for
transfer to a four-year callege or.university. Othe_:r reasons which were cited by more than
50 percent of white and Hispanic students were that 1) it was cheaper; 2) they wanted to

" stay close to home; 3) they wanted tc take courses for self-improvement or enrichment; and

4) they wanted to be able to work while studying in their home town.
Courses Compileted in Arts, Math and Science

Table 4.5 porarays the number of courses students reported earning in arts, math and
science. In every discipline, Hispanics are less mpnese:nbed than whites. However, it is
interesting to note that both Hispanics and whites are least represented in the sciences and
the humanities, and most represented in social science, math and computer science and
com munication/English composition.
Camer Plans/Importance Attached to Degree Attainment

It is interesting to note in Takle 4.6 that about a third of both Hispanics and whites

61




75

aspire to advanced degree professions (e.g. accouatant, engineer, lawyer, physician, -
professor). The next most popular choices of future career plans were social service
occupations such as teacher, law enforcement or correction< officer, social weilfare or
recreation worker. About 22 perc.at of Hispanics chose this profession, compared to 14
percent for whites.

According to table 4.7 it appears that both Hispanics and whites attach gredt
importance to attaining college degrees. This was egpecially true at the associate,
bachelor’s, and master's degree level.

Encouragement From Significant Others

For both Hispanics and whites, parents provided the most encouragement to attend
callege. Fu;ther, high schoal teachers and counselors appeared to have provided more
encouragement to Hispanic students than to whites (Table 4.8).

Encouragement to Transfer to a Senior Institution

Parents appeared to provide the most encou-ragem ent for Hispanic and white students
to transfer. Intetesﬁx;ghv, the least encouragement to transfer came from cc;mmunity
callege faculty and counselors as well as the two-year-callege's registrar's office (Table 4.9).
Institution/Gosl Com mitments

A very high degree of impr “tance to accomplish educé.ﬁonai goals and to attend the
com munity caleges was reported by both Hispanics and whites. About 98 percent of
Hispanics and 97 percent of w.ite students said it was important or extremely important to
accomplish their educational goals. Further, 91 percent of Hisp.nics and 85 percent of
white students saild it was important or extremely important to attend their community
college (See tables 4.10 and 4.11). )
Importance of Transfer

Several items yielded information regarding the importance attached to transferring.

‘ £t e 3 v o G g
-

Tahle 4.12 reveals that 40 percent of Hispanics and 39 percent of whites have plans to
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transfer, but have not yet applied. Only 14 percent of Hispanics and 10 percent of ithites®
have no pians to transfer. Thus, it appears tha* most Hispanics and whites view transfer as
a viable option. Other ﬁnaings confirm that students plan to transfer and attach importance
to transferring. When students were asked. when they planned to- transfer, 51 percent of
Hispanics and 58 percent of whites indicated they planned to do so after earuing an
associate, while 26 percent of Hispanics and 27 percent of whites planned to transfer before
earning an associate. Only 16 percent of whites and 24 percen. of Hispanics had no plans to
transfer. -
Acadenic Integration

The responses to several items f)rovide an overview of how wel_l sﬁudents were
academically integrated. Four multiple indicators provide a construct of academic
integration. -

1.  Academic/Career Perceptions. About 92 percent of both Hispanics and whites

agreed or strongly agreed that their 2~sdemic experiences at their com munity

calleges were very good. Similarly, 86 percent «f Hispanics and 80 percent of
whites agreed/strongly agreed that their career preparation experiences at their
com munity callege were very good (Tables 4.13 and 4.14).

2. Campus Transfer Perceptions. Tahle 4.15 provides Indicators of student transfer
perceptions. About half of ﬁxe sampi2 Believed that the community cdlege
provided excellent information on transfer opportunities. Ovar 60 percent felt
that students who wanteu information about transfer could get help from
counselors, and roughly half of the sample felt the callege provided specisl
services for students who wished to transfer. However, cnly 30 percent of
Hispanics aud 25 percent of whites felt their community callege teachers had
encouraged them to thiuk seriously about transferring. Interestingly, 32 percent
of Hispanics and 20 percent of whites wanted transfer information, but did not

&3
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know who to see about it. Over half feit that increasing the number of studeats
who transferred should be a top college priority. Yet, only 16 percent of whites
and 35 percent of Hispanics believed teachers should give transfer students extra

reading/writing assignments.

Counseling Behavior. Table 4.16 portrays the responses to three of the items
13ed to measure counseling behavior. About 67 percent of Hi.q::anim and 74
percent of whites 'seldom or never participated in academic counseling.
Sim{larly G8 percent of Hispanics and 89 percent of whites seldom or never
participated in career counseling, Fuﬁy 86 percent of Hispanics and 88 percent
of whites seldom or never met witk four-year college recruiters.

Academic Behavior. Tables 4.16 and 4.17 contain some of the items used to

measure academic behavior. In'Table 4.16 it is indicated that the vast majority
of students seldom or never participate in study group sessions (79%) or in .

honors programs (93%).

In Table 4.17, the following academic behavior was noted:

The majority of Hispanics (86%) and whites (78%) occasionally or frequently used the

library to study.

About half of the sample had never or rarely made an appuintment with an instructor

(H=51%; W=54%).

Tue vast wnajority of the sample had never or rarely asked the faculty for advice

(H=089%; W =71%).

The vast majority had taken detailed notesin class (H = 89%; W =90%).

The vast majority had taken notes from assigned readings (H = 78%; W =73%).

Over half of all students had never/rarely asked faculty for additional references

(H=54%; W =63%).

Over 60 percent had never/rarely attended ca.mpus lectures.
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o _ The ma;j;mty of students had never/rarely asked faculty for help with writing skills

(H=69%; W =72%). |
Social Integraiion

Social integration is another important measure of how well students integrate and
develop an affiliation with the institution. Several studies have documented that social and
academic integration enhance student retention and persistence. In t!.:s study, the fol]owiné
items ne.vgaled/the extent of social integration exbibited by BCC students.

Faculty Contact Outside of Class. About 77 percent of Hispanic and white students

seldom or never saw faculty outside cf class (Table 4.18).
Invdvement In Extracurricular Activities. The vast majority of students seldom or

never paricipated in caliege extracurricular activities (Table 4.19).
Informal Conversations with Faculty. Table 4.17 provides documentation that few

students interact with facuity members. Fully 78 percent of Hispanics anc 66 percent of_ ) -
whites seldom G never had an informal conversation with an jnstructor. ]
Read the Callege Paper. It é.ppears that about half the sample (H = 56%; W = 47%)

read the callege paper (Table 4.17).

Look at Bulletin Boards. )ver half of the sample, (H = 60%; W = 50%) looked at

bulletin boards for announcements of special activites (Table 4.17).
Participation in Freshman Orientation. ‘‘able 4.16 provides evidence tuiut over 80

percent of the students seldom or never participated in Freshman orientation.

Pre-Disposition to Transfer - ¢
Do the attitudes and behavior of community callege transfer students indicate a true

.ommitment to transfer¢ The literature (Cohen 1985; Bensimon and Riley, 1986) suggests

that many students who inifially declare a transfer-oriented goal may not really want to
transfer. In thiséfudy, taree multiple indictors were used to construct a measure of student

pre-disposition to transfer. "
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Number of Colleges Planning to Transfer. Table 4.20 provides a profile of the number

of four-year institutions students planned to apply for transfer. The vast majority of
students plan to transfer to caoe or mare institutions. Only 23 percent of Hispanics and 20
percent of whites indicated they would not apply or had no plans to transfer.

Transfer Behavior. Tables 4.17.and 4.21 provide information regarding the behavior

exhihited by students with regard ‘to transfer. According to Table 4.17, half of the sample
(H=49%; W =51%) discussed transferring with their friends. |
Table 4.21 reveals the fallowing regarding the extent students sought inform: tion

about transferring from various sources:

o  The vast majority seidom r never (H = 70%, W = 77%) sought information about
transferring from the counseling office.

o The vast majority seldom or never (H = 81%; W = 82%) sought information about
‘gzps_fenjing_ﬁ'om com munity callege faculty.

o Asxbsmn.ﬁal i;rc;portion of students (H = 43%; W = 34%) often/very often turned to
friends planning to transfer for information about transferring, even though over half
of the sample never or seldom used this source of information.

o  Similarly, about 40 percent of Hispanics and 36 perc.ut of whites often/very often.
turned to friends who 2lready transferred for information about transferring.

o The vast majority of studénts (H = 77%; W = 68%) seldom/never sought transfer
information from four year i'_rstltutions.

o  Overhalf of the samiple (H = 69%; W = 68%) seldom/never used the com munity callege

ca.talbg to acquire transfer iinformatlon.

Student Transfer Perceptions. Both Hispanics anc whites appear to feel strongly abuut

transferring as revealed in table 4.22,
o Nearly three-fourchs of Hispanics and whites felt transferring was important.
o] About half the sample felt it was better to transfer after earning an associate degree.

© b
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o  Over half the sample disagreed that transferring was too far in the future to worry °
about it now. '

o About 44 percent of the Hispanics and 56 percent of the whites agreed that if they
didn't transfer they would feel disappointed..

o) Over huif of the sample disagreed that getting a job was more important than
transferring.

A Structwral “lodel of Factors Affecting Student Pre-Dispcsition To Trans” =

W hile research studies of com munity cdllege transfer students are numerous, many are
limited to des :riptive as opposed to transfer and native students employing vzriables such as
‘GPA, academic programs, graduation rates, financial aid status, SES, freshman year
aspiration, and atttudes toward eardlling in selective universities (Peng & Railey, 1977;
Anderson & Riehl, 1974; Anderson & Peterson, 1973; Hoimstrom & Bisconti, 1974; Hodgsorvll
1974; Smart % Ethington, 1985; Phelar, Andrew and McLaughlin, 1981; Valkvein, King &
Terenzini, 1986). Research studies that examine the causz2l relationships among student
background and academic and social integration factors, as well as the faciors' impact on
two-year calleges transfer attitudes and behaviors and attitudes are practically nou-
existent.

The theoretical model applied in this study was based on Tinto's student attrition
model (Tinto, 1975). Tinto's explanatory model specifies that upon entiring cdlege students
bring with them a variety of attiibutes or pre-college experience: :and background
characteristics which have an impact on determiming educational expectations and
commitments. These educational expectations and commitments répreseut initial

irstitutional/goal commitments by students when first entering callege. These initial

commitments change during a student's stay in a callege as a result of a student's normative
and structural integration into the academic and social systems of the institution. As a
result of the student's social and academic invegration, decisions to withdraw or remain in
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callege to completion are made hy students. For some community college students whose °
educational goal is to transfer to a four-year institution, these same background
characteristics, initial commitments and integration processes have an impact not only on
retention decisions, but, even prior to the student's determination to withdraw or stay in
callege, they affect attitudes and behavior towards transferring. |
This study tested the hypothesis that-high levels of corgruency between students and

their environments lead to high levels of student pre-disposition to transfer, as defined by
transfer behaviors- and perceptions. Through the modification of Tinto's (1975) attriton
model, the study examined how seven constructs affected pre-disposition to transfer. These
constructs were: | high school grades, parents’ education, encouragement, ethnicity,
institational/go.i commitments, academic intégraﬁon and social integration. The model
examined the direct and indirect effects of background characteristics and initial
commitments on academic integration and social integration; the direct and indirect effects
of bankgrom_ld churacteristics and initial commitment on pre-disposition to transfer; and the
direct effects of academic integration and social integration on pre-disposition to transfer.

1978; Kenny, 1979; Long, 1976; Pedhazur, 1982) was used to examine the strutural
coefficients and measuroment model of the hypothesized causal model.

The ~m’easure:ment and st;'ucmral mcdels were found to represet a plausihle causal
model of student pre-dispcsition to transfer among community college students. The
measures used in assessing the fit of the model refiected the overall strength of the
hypcthesized model.

To a large extent, the findings supported the hypothesized ravision of Tinto's model.
Initial com mitments (importance stuZents attached to achieving their educational goals and
to attending their callege) were found to have a negative direct effect but a posiﬁ\}e total
xflect on the dependent variable, pre-disposition to transfer., Students who entered their
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com munity colleges with higher levels of institutional and goal com mitments had a_.pp’.iied to )
mare four-year institutions, sought more information about transfemlng from counselors,
faculty, friends, four-year institutions, and com:unity college catalogs and ‘had higher

levels of social and academic integration. Likewise, students with higher levels of social
and academic integration had higher levels of pre-disposition to transfer. Thus, thg notion
that Ligh levels of congruency between students and their environments lead to high 1eveié
of pre-disposition to transfer is supported by this study. |
Interestingly, the results further indicated that the hypothesized reiationship between
ethnic origin and pre-disposition to traasfer could not be substantiated. Being white or
Hispanic had no relationship to high or low Bne-dispod.tlon to transfer, indicating that

-

transfer behaviors and perceptions were a function of a composite community college
population, as opposed to a unique ethnic group. _

In summary, he major findings related to students pre-disposition to transfer arve as
falows:

1)  Ethnicity has no relationship to transfer behaviors and perceptions.

ey .-
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2)  High levals of institutional/goal comm mitments are positively related {c transfer
T hehaviors and perceptions. v
3) Students with high levels of social and academic integration had high levels of

transfer behaviors and peirceptions.
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Table 4.1
BOC ENROLIMENT AND NUMBER OF CLASSES TO BE SAMPLED

”

BCC 1987 5% Total Class
Institutions Enrollment Enrollment Sections Sampled
Southwestern Coilege 11.376 569 2v
Imperial Valley ' 3,267 163 7
Laredo Junior 4,022 501 8
Cochise ‘ 3,939 197 8
Texas Sor hmost 4,761 ' 238 10
Arizona Western 3,911 196 ‘ 8

»
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Table 4.2 :
BOC TOTAL NUMBER OF SPRING 1987 SECTIONS SAMPLED PER DISCIPLINE

BCC Total  Total

Institution English Math History Business  Sections  Surveys
Southwestern College 6 6 6 5 23 575
Imperial Valley 3 2 1 1 7 175"
Laredo Junior- 3 2 2 1 g 200
Cochise 3 2 1 - 2 8 200 g
Texas Southmost 4 3 2 1 10 250 ;
AWC 3 3 1 1 8 200

e . pe N HSSack & 1 Y ~ v 3 B ke g . bt
. .

\VoL /4
R
'I\‘— —

English = grammar, composition and literature classes -
. Math =alllevels of math offered

History = alllevels of history offered’

Business = ‘Accounting and Introduction to Business Clisses
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Variable &
Total N

1.

2

3.

4.

5.

6.

7.

Ethnicity
N= 569

Siudent Classification

=413 W= 145

Enrallment status
H= 420
W= 147

Sex
H=421
W=147

High School Grades
H=413
W=147

Parent's Income
H= 391
W=138

Encouragement from
H/S teachers

H= 398

W=142

55
" Tahle 4.3

Categories and Figurances

H= 422
W 147

Freshman (H= 253, W= 66)
Sophomore (H=120, W= 48)
Other (H= 40 W=31)

Full.time (H= 318, W=90)
Part-time (H= 102, W=57)

Male (H= 176, W=73)
Female (H= 245, W="74)

Mostly A's (H= 37, W=24)
Mostly A/B's (H= 113, W=43)
Mostly.B's (H= 71, W= 24)
Mcstly B/C's (H=129, W= 36)
Mostly C's(H= 5, W=11)
Mosily C/D's {H= 15, W= 8)
Mostly D's(H=1, W=0)
Mostly D/F's (H=1, W=0)
I did not attend

(H= 16, W=1)

$5000 or less (H= 75, W= 12)

$5000 - $10,000 (W= 73, W=12)
$10,000 - $15,000 (H= 74, W=16)
$15,000 ~ $20,000 (H= 48, W=17)

Over $20,000 (H= 121, W= 81)

None (H= 67, W= 36)

Little (H= 72, W= 25)

Fair (H= 99, W= 39)

Great Deal {H= 160, W= 42)

STUDENT BACKGROUND FACTORS

H ocouo=xil

Percentages
Hispanic Whi

74 26
61 46
29 33
10 21
76 61
%
42 50
58 50
9 1€
27 2¢
17 it
31

7

4

2.

2

4

19 9
19 9
19 12
12 - 12
31 59
17 25
18 18
25 27
40 30
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l Variatle & Perx :
C Total N Categories aand Figurances Hispanic .White \
: !
’ ' ™. Encouragement from
H/S counselor
- H= 395 None (H= 66, W=41) 17 29
) W=141 Little (H= 67, W= 28) 17 20
I Fair (H= 96, W= 32) 2% 23
s Great Deal (H= 166, W= 40) 42 28
: l 7c. Encouragement from
Mother
« H= 403 None (H= 39, W= 23) 10 16
, . W=142 Little (H=36, W=19) 9 13
Fair (H= 62, ¥=28) 15 20
L Great Deal (H- 266, W=72) 66 51 -
' + 7d. Encouragement from
‘ Father _
‘ H= 391 None (H= 64, W: 30) 16 21 ;
‘ l W= 142 Little (H=35, W= 1.) 9 1
’ Fair (H=54, W=28) 14 20
b Great Deal (H=238, W=69) 61 49
. l 7¢, Encouragement from
. Relatives
¢ H= 408 None (H= 55, W=41) 13 29
) ' W=141 Little (H=50, W=23) 12 1€
Fair (H=127, W=28) 31 20
l Great Deal (H=176, W=49) 43 35
l 7f. Encouragement from
, Friends
' H= 404 Nooe (H= 52, W= 24) 13 17
, W= 140 Little (H= ~5, W=30) 19 21
. . Fair (H=17", W= 36) ac 26
l - Great Deal (H= 155, W=50) 38 36
8. Weekly Hours
Employed
¢ l H= 407 0 hrs (H= 132, W= 35) 32 24
W=144 1-20 hrs (H= 116, W= 39) 29 27
‘ 21-40 hrs (H= 125, W= 43) 31 30
' Over 40 hrs (H= 33, W= 27) 8 19
9. Language Spoken ( :
I H =420 Jnly English (H - 32, W = 138) 8 95
e W =146 Both, More English (H = 112,W = 6) 27 4
e Both, Equally (H = 68, W =1) 16 7
‘ Both, More Spanish (H =148, ¥ =1) 35 7
‘ l Only Spanish (H = 60, W =0) 14 0
-
¢ 9 3
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Variable &
Total N

10.

Community
College Grades
k=411

W =142

87

Categories and Figurances

Mostly A's (H = 30, W = 42)
Mostly A/B's (H = 84, W = 32)
Mostly B's (H = 75, W =23)

Mostly B/C's (H = 131, W = 32)

Mostly C's(h =53, W =9)
Mostly C/D's (H =30, W =4)
Mostly D's (H =5, W =0)
Mostly D/f's(H = 3, W =0)

Percen

Hispanic .Whit>

cowalnlY
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' I , Table 4.4
REASONS FOR ENROLLMENT AT COMMUNITY COLLEGE
: I Reason Agree Disagree Neutral . N/R
1. I wanted to
I stay close '
' to home 1 211(57) 75(20) 83(22) 4(1)
" H=373, W=192 W 97(51) 48(25) 46(24) 1(1)
I 2. It was cheaper '
to go to this
‘ communi ty
. college H 228(61) 63(17) . 78(21) 4(1)
% H=373, W=192 W 133(69) 25(13) 33(17) 1(1)
i I 3. Wanted to be
, working while
‘ studying in my
home town. H 186(50) 105(28) 78(21) 4(1)
1 l He373, W=192 W 98(50) 50(26) 44(23) 1(1)
, 4, I wanted to
: ' "try out"

" college. H 165(44) 116(31) 88(24) 3(1)
s H=373, W=192 W 52(27) 93(48) . 46(24) - 1(1)
, I 5. Most of my _

. friends were . :
going there. H 63(17) 263(56) 94(25) 8(2)
H=373, W=192 W 14(7) 144(75) 31(16) 3(2)
: 6. The college's
I academic
reputation
was very good. H 141(38) 61(i5 166(45) - 5(1)
I He373, W=192 W 68(35) 46(24) 76(40) 1(1)
7. The college
‘ l offered a very
good program in
zay major field
: iof study,. H 166(45) 68(18) 131(35) 8(2)
] ears, Wi W oes(3s) 46(24) 76(40) - 2(1)
. 8. I thought I
, l would be
rejected at a
, four-year ,
’ l college. H 65(17) 255(60) 76(20) 7(2)
- He373, W=192 - W 23(12) 133(70) 35(18) 1(1)

88
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Reason Agree Disagree Neutral N/AR®

9. I applied,
but was not
accepted at a
four-year
college. H 15(4) 302(81) 47(13) v(2)
H=373, W=192) ¥ 8(4) 154(80) ) 28(15) 2(1)

10. I wanted to
get a
vocational-~
technical
preparation . )
for a job. H 90(24) 212(57) 61(16) 10(6)
H=373, W=192 W 33(17) 124(65) 33(17) 2(1) ~

11. I wanted to
t1ke courses.
{for self-
improvement
or earichment. H 191/5i) 98(26) T7(21) 7(2)
H=373=, W=192 ¥ 120(63) 40(21) 29(15) . 3(2)

12. My higa school
counselors
told me I
should go - . .
there. - H 54(14) @ - 224(60) - 81(22) 14(4)
H«373, W=192 ¥ 10(5) 141(73) 37(19) 4(2)

13. My high school
teacher
told me
I should
go there. H 51(14) 234(63) - 74(20) 14(4) .
H=373, W=192 W 10( ) 138(72) . 40(72) 4(2)

14. My parents

‘ insisted I . :
go theve. H 87(23) 195(52) . 78(21) - 13(3)
H=373, W=192) ¥ 16(8) 144(75) 28(15) 4(2)

15.. No one
encouraged
. me to apply
to a four-year
college. H 87(23) 204(55) 70(19) 12(3)
H=373, W=192 W 38(20) 107(5€; . 45(23) 2(1)

l(
u’
" .
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Reason

16.

17.

My teacher/
Zuidance
counselor
suggested it.
H=373, ¥=192
I coul- not
find a job
so I decided
w enroll in
college.
H=373, ¥=192

18.No one gave me

information

. about other

20.

colleges.

H=373, W=192

I did not
qualify for
admission to
other
c¢olleges.
H=373, W=192

I wanted to
prepare for
transfer to
a four-year
college or
university
H=373, W=192

I wanted to
gain skills

necessary to
enter a

specific

.occupation.

H=373, W=192

I wanted to
gain skills
to advance in
my current
job/occupation. H 127(34)
H=373, W=192

H 68(18)
W 16(8)

4 50(13)
W 7(4)

H 53(14)
W 17(9)

H 41(11)
W 16(8)

H 248(66)
W 138(72)

H 211(57)
W 89(46)

W 72(38)

Disagree

205(55)
133(69)

275(74)
164(85)

244(65)
145(76)

273(73)
148(77)

a57(i5)
28(15)

71(19)
62(32)

131.(35)

880(41)

. Neutral

86(23)
37(19)

40(11)
17(9)

63(17)
28(15)

45(12)
26(14)

58(16)
23(12)

78(21)
39(20)

103(28)
38(20

14(4)
6(3)

8(2)

4(2)

13(3)
2(1)

14(4
2(1)

10(3)
3(2)

13(3)
2(1)

12(3)
2(1)
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Tahle 4.5

NUMBER OF COURSES COMPLETED IN ARTS, MATH AND SCIENCE -

Course Area None One Two Three
Communication/

English Composition

H= 402 H 76 (19) 117 (29 103 (26) 104 (26)
W=141 W 26(18) 37(26) 4G (28) 38(27)
Hunanities

H= 394 _ H 222 (56) 85 (22) 45 (11) 42 (11)
W=140 W 54 (39) 27 (19) ) 2417 - 35 (29)
Sciences

H= 385 H 247 (64) 71 (18) 349 3309)
W=140 W 67 (48 32(23) 15 (1D 26 (19)
Math & Computer Science .
H= 403 H 114 (28) 131 (33) 70 (17 88 (22)
W=142 W 31(22) 35 (25) 26 (18) 50 (35)
Social Sciences

H= 393 H 141 (36) 97 (25) 59 (15) 96 (24)
W=140 W 2709 36 (25) 20 (14) 57 (41)
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Table 4.6 .
FUTURE CAREER PLANS .
N=565 (H=373, W=192)

n

- . A " e ~ ) 3 PR S « ' G PO - o
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L]

Field Hispanic White

1. Advanced degree professions (e.g., accountant,
engineer, lzwyer, physician, professor). 120(32) 50(26)

e

2. Allfed Health (e.g., nurse, medical
technician, physical therapist, dental
assistant or hygienist) 19(5) 9(5)

3. Applied Arts (e.g., artist, writer
musician, actor, designer) 10(3) 7(4)

Pusiness operations (e.f., hotel or
restaurant worker, bookkeeper,
cosmetologist, office mchine operator) 23(6) 20(10)

Management and sales (e.g., manager,
insurance, stock or real estate agent) 23(6) 20(10)

6. Social service (e.g., teacher, law
enforcement or corrections officer,
social welfare, or recreation worker) 82(22) 27(4)

7. Technologies (e.g., engineering,
electronics, laboratory technician,
draftsman, computer programmer) 24(6) 20(10)

8. Trades and crafts (e.g., construction
worker, mechanic, automotive, factory

or farm worker) 4(1) 8(4)

9. I don't know 18(5) 17(9)

_ 10. Other _ 31(8) 20(10)
| 11. No response 10(3) 6(3)

)
()
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Table 4.7 -
IMPORTAI‘CL OF DEGREE A’ITAINMEN'I‘ .
Not .
Degree Important Inportant N/R
Ope-year certificate H 175(47) 146(39) 52(14)
H=373, W=192 W 56(29) 103(54) 33(17)
Associate (AA, AAS, AS) . H 288(77) 53(14) 32(9)
H=373, W=192 W 127(66) 48(25) 17(9)
Bachelor's (BA, BS) H317(85)  32(9) 24(6)
H=373, W=192 1) 158(82) 21(11) 13(7)
Master's (MA, MBA, MS) H 272(73) 73(.20) 28(8) .
H=373, W=192 W 110(57) 72(:8) 10(5)
Jd.D. (Law Degree) H 76(20) 222(60) 75(20
H=373, V=192 W 15(8) 148(77) 29(15)
M.D. (Medical Degree) H 69(19) 219(59) 85(23)
H 373, W=192 W 13(7) 149(78) 30(16)
Ph.D. (Doctorate in a ﬁeld _
-of study) H 130(35) .. °~ 181(49) 62(17)
H=373, W=192 W 57(30) 117(61) 18(9)




Vo ot

<

94
Table 4.8 R
ENCOURAGEMENT FROM SIGNIFICANT OTHERS TO ATTEND COLLEGE

' None Little Few Great Deal
High School
Teachers
H == 398 67 (17) . 72 (18) 99 (25) 160 (40)
W = 142 36 €25) 25 (18) 39 (27) . 42 (30)

_High School _

Counselors . .

H = 395 66 (17) . 87 (17 96 (24) 166 (42)
W= 141 41 (29) 28 (20) 32 (23) 40 (28)
Mother .

~ H =403 39 (10) 36 (9) 62 (15) 266 (686)
W =142 23 (18) 19 (13) 28 (20) - 72 (51)
Father :

H =391 64 (18) 35 (9 54 (14) 238 (61)
W=141 30 (21) 15 (11) 28 (20), 69 (49)
Relatives B .

H=408 - - 55 (13) 50 (12) 127 (31) 176 (43)
W =141 ’ 41 (29) 23 (16) 28 (20) 49 (35)
Friends i *

H=404 . . 52 (13) 75 (19) 122 (30) 155 (38)
W = 140 24 (17) 30 (21) 36 (26) 50 (36)
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Tgb]e 4.9
TYPE AND EXTENT OF ENCOURAGEMENT RECEIVED ABOYUT TRANSFERIRL'\IG

Agent Great Deal  Fair Amount Little Bit None

Cocmmunity College

Faculty .

H= 410 H 56 (12) 108 (26) 100 (24) 145 (36)

=144 W 18(13 . 31 (22) 44 (31) 51 (35)

Community Callege '

Counselors '

H= 410 H 80 (20) 127 (31) 76 (19) 127 (31)

W=143 W 30 (21) 31(22) 28 (20) 54 (39

Mother

H= 407 H 144 (35) 82 (20) 6% (17) 112 (28)

W= 138 W 40 (29) 25 (18) 21 (15) 52 (38

Father

H= 402 W 38(28) 24 (18) 20 (15) 55 (40)

Relatives ) .

H= 407 H 106 (26) 96 (24) 90 (22) 115 (28)

W= 142 W 2417 32 (23) 33 (23) 53 (37)

Friends }

H= 405 H 103 (25) 109 (27) 99 (24) 94 (23)

W= 143 W 32(22) . 38(27 27 (19 46 (32)

Registrar's Office ;

H= 404 H 26 (6) 60 (15) 89 (22) 229 (57)
W 5(4) 18 (13) 25 (18) 93 (66)

W= 141

1C2
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Table 4.10

IMPCRTANCE ATTACHED TO ACCOMPLISH EDUCATION GOALS

Not Important Extremely
at All Unimportant Important Important
Hispanics |
N= 412 1(24) 7(2) 83 (20) 321 (78)
Whites
N= 145 3(2 1(Q1) 38 (26) 103 (71)
Table 4.11

IMPORTANCE ATTACHED TO ATTEND THIS COMMUNITY COLLEGE

Not Impo: *ant Extremely
at All Unimportant Important Important
Hispanics - .
N=414 9(2) 26 (6) 212 (51) 167 (40)
Whites
N= 146 5(3) 17 (12) 86 (59) 38 (26)

1C3
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Applied and accepted

Applied, not
yet accepted

Plan transfer,

_not yet applied

Undecided about
transferring

Plan to transfer
not sure when

Do not plan
to transfer

Have B.A.

97

Table 4.12

STUDENT TRANSFER STATUS

Hispanics, N= 414
36 (9)

16 (4)

165 (40)

48 (12)

85 (21)

58 (14)
6 (1)

Whites, N= 144
26 (18)

53

56 (39)

6 (4)

29 (20)

15 (10)
7 (D
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: I Table 4.13 , )
PERCEPTIONS OF ACADEMIC EXPERIENCES
l Hispanic .
R Nw411 6(1) 30(7) 266(65) 109(27)
I White
* N=145 0(0) 12(8) 86(59) 47(32)
l Table 4.14
PERCEPTIONS OF CAREER PREPARATION EXPERIENCES
l Strongly Strongly
Disagree Disagree Agree Agree
' Hispanic . 11(3) . . 46(11) 277(67) 79(19)
l N=413 ' . - S .- - :
White - 6(4) 23(16) 91(62 26(18)
' N=146
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6.

7.
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Table 4.15

CAMPUS TRANSFER PERCEPTIONS

Col’.ege provides excellent
infcrmation on transfer
opporiuaities

H=391, W=141

Students who want to transfer

can get help from counselors
HsB%’ w’143 *

College provides special °
services for students who
want to transfer

H=392, W=143

My community college
teachers have encouraged
me to think seriously
about transferring
H=392, W=143

I would like more transfer
information, but don't know
who to see

H=392, W=142 .
Increasing the number of
students who transfer
should be a top college
priority

H=393, W= 143

Teachers should give
students planning to
transfer extra reading/
writing assignmentz
H=393, W=143

SA/A

H = 198(51)
W= 61(44)

H = 264(67)
W= 39(62)

H == '202(51)
W= 79(56)

H = 116(30)
W = 51(25)

H = 127(33)
W= 28(20)

H = 204(52)
W= 85(59)

H =, 137(3%)
W = 23(16)

N

H = 153(39)
W= 66(47)
B = 101(26)
W= 51(36)
H = 257(40)
W= 58(41)
H = 159(41)
W= 60042)
H = 125(32)
W= 45(32)
H = 150(38)
W= 52(36)
H = 164(42)
W= 62(43)

H= 40(6)
W = 14(10)

H= 29(7)
W= 3(2)

33(9)

H =
W= 6(4)

H = 117(30)
W= 32(23)

H = 140(36)
W= 69(48)

H= 92(23)
W = 58(40)
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Activity
Academic

‘Counseling

H= 414, W= 145

Career

" Counseling

H= 414, W=145

Orientation
for Transfer
Students =~ .
H= 415, W= 145

Study Group
H= 415, W= 145

Freshman
Orientation
H=:317, W=145

Group
Counseling
H= 415, W= 145

H= 417, W=145

Meeting W/4 yr.
Callege
Recruiters

Hx 415, W= 145

Honors
Program-
H= 415, W=144

Transfer

Applications
Workshops
H= 417, W=145

PARTICIPATION IN COLLEGE ACTIVITIES

Never

H 150 (36)
W 59 (41)

‘H 149 (36)

W 73 (50
H 252 (61)
W 102 (70)
H 222 (53)
W 100 (69)
H 266 (64)
W 113 (78)
H 306‘(74)

W 129 (89)
‘H 267 (64)

W 128.(88)
H 265 (64)
W 105 (72

H 320 (77)
W 119 (83)
H 329 (79)
W 129 (89)

100
Table 4.16

Seldom
129 (31)
48 (33)
132 (32)
27 (29)
99 (24)
27(17)
108 (26)
30 (21)
98 (24)
24 A7)
79 (19)
11 (8)
90 (22)
10(D
97 (23)
23 (16)

65 (16
15 (10)
56 (13)
14 10)

Often
109 (26)
29 (20)
108 (26)
29 (20)
48 (12)
13 (95
63 (15)
10
37(9
70
24 (6)
4(3)
43 (10)
4 (3)
35 (8)
12 (8)

25 (6)
7@
26 (6)
2@
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Table 4.17

STUDENT PARTICIPATION IN COMMUNITY COLLEGE ACTIVITIiES ~

Activity

Used library to
Study
H= 407, W= 145

Made appointment
with instructor
H= 405, W= 145

Asked faculty
for advice
H= 405, W= 145

Had informal conver-
sation with instructor
H= 397, W= 144

Taken detailed
class notes
H= 395, W=144

Taken notes
from readings
H= 400, W= 141 -

Asked for
more references
H= 396, W= 144

Attended
lecture
H= 397, W~ 145

Discussed transfer
with friends
H= 399, W=142

Read School
paper
H= 373, W=130

Looked a:
bulletia v
H’ 3%( *

Sought i,
from counseling os.1ce
H= 402, W= 144

Never
H13 (3)

W 21 (14)
H 81 (20)
W 35 (29)
H 147 (37)
W 57 (39)
H 226 (57)
W 71 (49)
H 15(4)
¥ 50)

 H221 @)

W 14 (10)
H 92 (29)
W 40 (28)
H 157 (40)
W 64 (44)
H 115 (2v)
W 52 (37
H 72 (19)
W 42(32)
H 66 17
¥ 26 (18)

- H132 (33)

W 56 (39)

Rarely
4 (11)

12 (8)
12531
43 (30)
131 (32)
47 (32)
83 (21)
24 (17)
27(7)
9(8)
64.(16)
22 (16)
124 (31
49 (34)
162 (26)
39(27)
87 (22)
17 (12)
92 (25)
27 (21)
94 (24)
38(27)
120 (30)
30 (21)

168

Occasionally Frequently
132 (32) 218 (54)
53 (37) 59 (41)
141 (35) 58 (14)
46 (32) 21 (149
91 (23) 35 (9)
28(19) 13 (9)
63 (16) 25 (6)
31 (22) 18 (13)
130 (32 223 (56)
28(19) 102 (71)
157 (39) 157 (39)
50 (34) 55 (39)
119 (30) 61 (15)
35 (24) ¢
88 (22) 50 (13)
14 (10) 28 (19)
104 (26) 93 (23)
37 (26) 36 (25)
110 (29) 99 (27)
38(29) ° 23 (18
131 (33) 103 (27)
51 (36) 28 (20) .
104 (26) 46 (11)
41 (29) 17(12)
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l Tahle 4.17 (cont'd.)
Activity Never Rarely Occasionally Frequently
l Looked at H 66(17) 94 (24) 131 (33) 108 (27)
bulletin boards
, I H= 399, W=143 W 26(18) 38 (27) 51 (36) 28 (20)
Sought information H 132 (33) 120 (30) 104 (26) 46 (11)
from counseling office
H= 402, W=144 W 56 (39) 30 (21) 41 (29) 17 (12)
Asked instructor H118(29)  110(27) 109 (27) 64 (16)
for help with writing : .
H=401, W= 144 W 70 (49) 33 (23) 22 (15) S 19(13)

,, | | = - -
- - - - - - - . - - - - - - -,«.
»
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Table 4.18 .
FACULTY CONTACT OUTSIDE OF CLASS
Never Seldom Of ten
Hispanic
N=416 . 118(28) 205(49) 85(20)
Fhite
N=146 41(28) 71(49) 26(18)
Table 4.19
INVOLVEMENT IN EXTRACURRICULAR ACTIVITIES
Never Seldom Often
Hispanic )
N=410 - : 221(54) 121(300 . 45(11)
White
N=144 - 78(54) 37(26) 18(13)

¢ < -
. . IS
. .

1:0

Very Often

8(2)

8(5)

Very Often
23(6)

11(8)
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Hispanic

.N=393

White
N=142
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Table 4.20 -
NUMBER OF FOUR-YEAR COLLEGES/UNIVERSITIES
STUDENTS PALN TO APPLY FOR TRANSFER

No Plans to
None 1 2 3 4 or More Transfer
41(10 +  116(30) 113(29) 48(12) 23(6) 53(13)
21(15) 65(46)  29(20)  5(4) 16(11) 6(4)
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Table 4.21

EXTENT STUDENTS SOUGHT TRANSFER INFORMATION
FROM VARIOUS SOURCES

Source Nevér Seldom Often Very Often
Community = 164 (40) 123 (30) 88 (21) 36 (9)
. Callege ) )
’ Counseling W= 66 (46) 44 (31) 27 (19 64
Office
H= 411, W= 143
Community H= 212 (52) 121 (29) ’61 (15) 17 (4)
Callexe .
Faculty W= 77 (53) 42 (29) °17 (12) - 8(8)
H=4l1, W=144
Friends Who =120 (29) 112 (27) 115 (28) 62 (15)
Plan to -
Transfer W= 66 (46) 30 (21) 36 (25) 13 (9)
H= 409, W= 145
Friends Who H= 155 (38) 89 (22) 102 (25) 63 (15)
Already
Transferred W= 69 48) 247 30 (21) 22 (15)
H=409, W=145
. A Four H= 187 (46) 107 (26) 73 (18) 42 (10
Year
Institution W= 7149 28 (19) 22 (15) 23 (16)
h= 409, W= 144
Com munity H=179 (44) 104 (25) 79 (19) 47 (11)
Callege
Catalog W= 61 (42) 37 (26 31 (22) 15 (10)
H= 409, W= 144

B
-
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CHAPTER V -
THE BCC FACULTY
Purpose
_According to the literature, faculty play a critical rale in the retention of college
students. The purpose behind studying the BCC faculty was to acquire descriptive data
regarding how faculty attitudes, ‘oeha.viors and practices shape and support the goals of the
transfer function of cdllege students. '
Method
The BCC faculty were surveyed using an instrument that was developed by the Center
for the Study of Community Calleges in a study conducted as part of the Urban Com munity
Colleges Transfer Opportunities Program (Cohen, Brawer & Bensimon, 1985). A copy of the

faculty survey is enclosed in Appendix D.

The faculty selected to respond to the survey were those who were teaching the

classes of students who were randomly selected to complete The BCC Student Survey (See
Chapter IV). A total of €4 class sections were sampled during April-June, 1987, which
included 22 classes of English; 18 classes of math; 13 classes of nistory; and 11 classes cof
Business (see Talle 4.2). The total number of Surveys returned was 53, yielding an 83
percent response rate. The 53 faculty members represent about 10 percent of all faculty (N
= 551) in the BCC.
Findings
Background Charact mtics

The mean age of the faculty was 47, and ths mean numbcr of years of teaching

_ experience at the com munity callege was 11. Mcst of the faculty were white (77%), male

(62%) a.d teaching on a full-time basis (77%). Most faculty held either a master's (75%) or a
doctorate (17%), and only 23 percent were working on a graduate degree. Salient faculty

background characteristics are portrayed in Takle 5.1.

© 133
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Teaching Practices and Palicies ..
Table‘ 5.2 indicates that while about half the sample had obtained scores on baszc skills
tests for their studenis, most did not know the degree aspirations of students (65%), the
number of hours students were employed (91%) or the number planning to transfer (83%).
Further, the majority (69%) of the sample required one book for their course; 25% required
two books and 6% required three Most of the the faculty (72%) required less than 500 pages
of reading in their courses. When students were absent from class, faculty either asked
students to make an appointment to see them (96_%)' or to get tutorial asista.nce (©1%).
When students missed more than two class sessions, most of the faculty (50%) asked a fellow
student to investigate, but 21% did nothing.

Table 5.3 portrays how often faculty engaged in selective classroom practices. About
half of the sample provided supplementary materials (55%); asked students to take a quick
score, objective exam (52%); and asked students to solve or analyze a prob]e_m_métming
critical thinking skills (58%). However, another half never required additional readings in
outside reference materials (51%) or asked students to interpret or sum me-u'ize extended
prose (51%). About 75% never assigned 2. term paper, and 44% never asked students to take
an essay exam. Table 5.4 indicates that facuity rely heavily on quick-score, objective tests
to determine student final grades. While 50 percent counted objective tests for more than
25 percent of the final gradés, less than 25 percent relied on written assignments for more
than 25 percent of final gradé.
Faculty/Student Interactions ”

Table 5.5 depicts the k-inds of interactions faculty engage in with students. The most
frequent type of interaction appéars to be meeting with scudents during office hours (52%).
Further, while 55% occasionally advise students with personal problems, only 19 percent do
so on a frequent basis. Similarly, while 69 percent occasionally discuss student applications

for transfer, only 12 percent do so on a frequent basis. Also, 49 percent “aever have coffee

13
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or lunch with students, 79 percent never invite students to their home and &2 percent never
participate in orientation sessions for new students.
Faculty Perception of Student Skills

Tahle 3.6 portrays the responses to the question, "How confident are you that your
Students can perform the fallowing skills?' In general, faculty appear to be only fairly
conﬁdenf about their students' skills, and most coufid;ent about su;dents bei.ng able to read
English (59%). Yet, faculty appear to be only somewhat confident or not confident at all
about students 1) being able to summarize points from a book (63%); 2) learn on their own
(66%); 3) interpret charts and graphs (58%); 4) read in Spanish (67%); and 5) write in Spanish
(69%).
Transfer Practices

About 48 percent of the faculty indicated that the coutent of their course was greatly
mﬂuenced by what was taught in four—year colleges, a.nd 31 percent said it was somewhat
mf]uenced. This appears to indicate that the two—yea.r college faculty are aware of course
content in four-year schoals. Table 5.7 indicates whether faculty compared materials with
four-year institutions. While 61 percent had compared their course syllabus and textbooks,
60 percent had not c;ompa.red exams and 53 percent had not compared assignments.

Tahble 3.8 portrays the extent faculty ergaged in transfer-related activities. About 77

percest had written letters of recommendation for tiransfer students and 53 percent had

fallowed up on students who transferred. However, 94 percent had never afmged student

visits to four-year colleges, 80 percent had never seﬁed as a member of aj committee to
develop articulation agreements with four-year collegés and 48 percent had Enever fallowed
up on students who transferred.
Transfer Perceptions

Faculty were asked to respond to litems that revealed their perceptions of 1) the

college transfer function, 2) the transfer function in relation to other cdlege functions and
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3) Hispanic transfer students. -

Perceptions ibout Transfer Function. In general, the responses to items listed in

Tahle 5.9 do not indicate a strong perception that the transfer function should be assigned
great importance. Only 31 percent believed that the primary function of the com munity
callege skould be to prepare students to transfer. Similarly, very few faculty agreed that
transfer should be thé callege's nmost .im portant function (16%) or that the best indicator of ;a.
com m.unity callege's effecti\;eness was the proportion of freshmen who go on to earn the
baccalaureate (10%). Nonetheless, 79 percent agreed that students who begin at the
S:om munity cailege have as good a start toward the baccalaureate degree as those who begin
at fouv-yc-ea.r calleges and universities.

Pérceptions about Transfer Function In Relation to Other Callegze Functions.

Accor:ding to Table 5.10 the faculty appear to believe that com munity education attracts
students to the transfer program (66%) and that the transfer function should be co-equal
with 6ccupational education (67%). Faculty also tended to disagree that either transfer
smder;ts or those seeking job skills should be given more assistance (86% vs 71%). While
faculty do not appéa.r to show a strong preference for any particular function, 67 percent
disagreed that the callege would serve its com munity better if transfer were de-em phasized.
Finally, fully 54 percent of the faculty felt the transfer function wa: as importanﬁ as
occupi:tional technical programs, but 30 percent were not sure how important it was, Only 8
percent said it was more important than occupational technical programs and another 8
percexj;t said it was less important.

Perceptions About Eispanic Transfer Students. Table 5.11 indicates that about half

the sa}rlple (52%) agreed that the community ccllege should devise special programs for
Hispanics to help them transfer, and another half (55%) disagreed that Hispanic students
should be treated the same as all students. About 58 percent disagreed that Hispanics lack
motivation to Wer, and the faculty were split in agreeing (41%) or disagreeing (40%)

1:6
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that compared to other students, Hispanics lacked preparation in basic skills. -
Three other items p_rovided useful information about faciulty perceptions reéb.rding the
transfer function. When comparing the academic rigor of the com munity college to that of
senior institutions, fully 60 percent said it was less rigorous, 40 pércent said it was the same
and none said it was more rigorous. When asked to compare the cdllege's pgrformance of
the transfer function within the past ten years, 44 percent said it was better, 15 percent

said it was the same and 9 percent said it was worse.
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Table 5.1 -
BCC FACULTY BACKGROUND CHARACTERISTICS
Variable & Categories &
Total N Figurancies ) Percentages
1. Ethnic Background ¥hitz/Caucasian (N=35) 77
N=46 Mexican American (N=6) 13
American Indian/Alaskan (N=2) 4
Black/Afro American (N=1) 2 .
Other Hispanic (N=1) 2
Asian/pacific Islander (N=1) 2
2. Gender Male (N=30) 62
N=38 Female (N=18) 38
3. Faculty Status Full-time (N=37) 77
N=48 Part-time (N=11) 23
4. Highest Degree Held Bachelor's (N=4) 8
N=48 Master's (N=36) 75
Doctorate (N=8) 17
5. Degree Currently working None (N=35) 77
on N=46 Master's (N=6) 10
Doctorate (N=6) 13

- - - - (- Y
v

1i8
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Table 5.2
TYPE OF STUDENT INFORMATION BCC FACULTY HAVE

Yes Yo
A. Scores on hasic skills teste (N=48) 25(52) 23(48)
B. Degree aspirations of students (N=48) 17(35) 31(65)
C. Number of hours students emplcyed (N=47) 4(8) 43(91)
D. Mer planning for transfer (N=47) 8(17) 39(83)

.
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Require additional readings in
outside reference materials,
N=47

Hand out a course syllabus,
N=48 .

Provide supplementary
materials, N=48

Ask students to interpret or
sumarize extended prose, N=47

Ask students to complete
& library assignment, N=48

Ask students to take an essay
examination, N=47

Ask students to take a quick
score, objective examination
N=48

Ask students to solve/analyze
a problem requiring critical
thinking, N=48

Ask students to analyze,
synthesize or evaluate
information, N=47

Ask students to complete extra
reading or writing assignments,
N= 47
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Table 5.3
CLASSROOM PRACTICES USED BY BCC FACULTY
Frequently Occasionally Never
5(11) 18(38) 24(51)
42(88) 5(10) 1(2)
26(55) - 18(37) 4(8)
12(26) 11(23) 24(51)
9(20) 12(26) 25(54)
13(28) 13(28) 21(44)
25(52) 13(27) 10(21)
28(58) 20(42) 0
21(45) 24(51) 2(4)
11(24) 18(38) 18(_38)
8(17) 4(8) 35(_75)

Assign a term paper, N=48
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C.

D.
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Table 5.4

EVALUATICN OF STUDENT PERFORMANCE

Type of

irement

Papers written

- outeide class, =48

Papers written
in class, N=48

Quick score/
objective tests, N=48

0

Essay exams, N=48

Class participation

Not Included
in Final Grade

25% or less
of Final Grade

18(37)

* 31(65)

14(29)

26(54)
24(50)

o
g
et

20(42)

9(19)

" 10(21)

13(27)
23(48)

More than 25%
of Final Grade

10(21)

8(17)

24(50)

9(19)
1(2)
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Table 5.5 -
BOC STUDENT/FACULTY INTERACTION .
Frequently Occasionxlly Never

A. Meet students during

office bours, N=48 25(52) 15(31) 81T
B. Have éoi'fee/ lunch

with students, N=47 24> 22(47) 23{49)
C. Invite students to

home, N=47 0 10(21) 37(79)
D. Lend books to students 13(28) " 27(57) 7(15)

Advise students on )

personal problems,

N=47 9(19) 25(55) 12(26)
F. Discuss student

applications for

transfer, N=48 6(12) 33(69) - 9(19)
G. Advise students on

course selection, N=47 13(28) 21(44) 13(28)
H. Participate in

orientation session,N=47 0 8{(17) 39(83)
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Table 5.6
FACULTY CONFIDENCE IN STUDENT SKILLS

k: farees ——
r o ea )

Express themselves
orally in Spanish, N=45 7(15) 14(31)

Very Scmewhat Not Confident
Confident Confident Confident at all
. Read English '

N=48 8(17) 20(42) 16(33) 4(8)
' & Write in English
: N=48 7(15) 15(31) 22(46) 4(8)
; ' Express themselves

orally in English
3 N=48 8(17) 13(37) 22(46) 0
X l) Summarize major
i points from book

's N=46 2(4) 15(33) 22(48) 7(15)

' . Spend concentrated

period studying
s 5(10) 16(34) 17(35) 10(21)
' _F. Work on assignments

I requiring problem

solving/critical

thinking, N=47 6(13) 16(34) 17736) 8(17)
| '3 Learn on cwn, N=46 1(8) 12(26) 23(49) 8(17)

. Understanding reading T

assignments, N=46 2(4) 18(40)
" _I. Interpret charts
; l and graphs, N=45 3(7) 16(35)
. J. Read Spanish 6(13) 9(20)
‘ & Write in Spanish, N=45 6(13) 9(20)




Course syllabus, N=46
Course textbooks, N=47
Exams, N=47
Assignments, N=47
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Table 5.7
FACULTY COMPARISON OF MATERIALS
WITH FOUR-YEAR INSTITUTIONS

Yes No

28(61) 18(39)

39(83) 8(17)

19(40) 28(60)

22(47) . 25(53)
24
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Table 5.8
FACULTY PARTICIPANTS IN
TRANSFER-RELATED ACTIVITIES

More than 2-3
3 Times Times
Arranged student visits
to four-year college, N=48 1(2) 2(4)
Invite four-year college
professor to class, N=47 0 ‘o 3(4)
Serve as member of )
articulation committee, N=48 3(7) 6(13)
Written letters of recommen-
dations for transfer
students, Ne48 20(42) . 17(35)
Followed upon students
transferred, N=48 15(31) 10(21)

Never
45(94)
45(96)

33(80)

11(23)

23(48)
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Table 5.9

FACULTY PERCEPTIONS ABOUT THE
COLLEGE TRANSFER FUNCIION

Agree Neutral

The primary function of the
community college should be
to prepare students to

transfer, N=48

Students who begin at

15(31) 10(20)

community college have as
good a start toward the

baccalaureate, N=47

8(16) 16(34)

Transfer education should be
the college's most important

function, N=48

8(16) 8(17)

The best indication of a
community college's effective-
ness is the preparation of its
freshman who go to earn the

baccalaureate, N=47

5(10) 9(19)

Students who intend to obtain
the baccalaureate should
begin their collegiate
experience at a four-year

college, N=48

—36). . 10(21)

Transfer students can get a

better start toward the

baccaluareate at a community

college because of greater

interest in program, N-48 21(44) 18(37)

Disagree

23(48)

24(50)

32(67)

33(17)

35(73)

9(19)
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~ Table 5.10
FACULTY PERCEPTIONS ABOUT THE TRANSFER FUNCTION IN
RELATION TO OTHER COLLEGE FUNCTIONS

No particular function should
be dominant, N=46

Community education enhances
the transfer’' function because
it attracts more students
N=47

The transfer function should
be co-equal with occupational
education, N=47

This college would serve its
community better if transfer
were de-emphasized, N=47

Students intending to transfer
should be given more assistance
than those seeking job skills,
N=48

Students seeking job skills
should be given more
assistance than those intending
to transfer, N=47

Agree

17(37)

31(66)

31(67)

«7)

3(8)

5(10)

127

Neutral Disggree
14(30) 15(33)
9(19) . 7(15)
11(23) 5(10)
11(23) 32(67)
4(8) i 41(86)
9(19) 33(71)




FACULTY PERCEPTIONS ABOUT
HISPANIC TRANSFER STUDENTS

Community college should
devise special programs for
Hispanics and re-writes to
help them transfer, N=47

Hispanic students have the
same problems as other students
and should be treated the same

Compared to other students,
Hispanics lack motivation
to transfer, N=47

Compared to other students
Hispanics lack preparation
in basic skills, N=47
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5.11

A_gree

29(52)

15(33)

10(21)

19(41)

Neutral

6(13)
6(130
10(21)

9(19)

Disagree

12(25)
26(55)
27(58)

19(40)
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CHAPTER VI
THE STATE CONTEXT

Purpose
Following the passage of the Federal Higher Education Act of 1972, a host of

statewide agencies for planning postsecondary education were created (Halstead, 1974).
While the authority of st:;tewide coordinating and governing boards varies according to state
law and tradition, in general these boards mediate the concerns of cdleges and universities
with the concerns of palicymakers. They serve both th‘e mm of the higher educational
community and the interests of the state. Accordingly, the purpose of this study was to
identify state agency policies and practices that influenced minority student achievement
and transfer to senior institutions.
Method

To analyze the state context with regard to facilitating minority student achievement
and transfer, a contact person rep~senting each of the state agencies in Texas, Arizona and
California, where the BCC institutions were located, was selected to work with the Project
Director on this study. The research team decided to use two methods to address the
purpose of this study. First, each of the state agencies was requested to submit documents
and related information that outlined initiatives regarding the com munity callege, minority
student achievement and transfer. A policy analysis of the documen*s was conducted.
Second, the Project Director conducted a site visit to the Coordinating Board, Texas Callege
and University System in Aus:t!n. The purpose of the site visit was to ascertain what role
the Texas state agency had taken with regard to implementing policies and practices which
influenced minority student (particularly Hispanic) achievement and transfer as well as the
development of articulation mechanisms between two- and four-year calleges.

The limitations of this study are as fallows: First, the document; and related data and

information received from each of the state agencies ranged broadly in terms of
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comprehensiveness. The research staff may not have received complete information from
all of the states, so that the analysis of the documents may not reflect everything each
state is doing to facilitate transfer. Second, the analysis does nof reflect any révisions or
new palicics adopted after 1987. Third, because of time and fiscal constraints, it was not
paossihle to conduct a site visit of all thnee_ state agencies. Texas was chaosen for a site visit
because of the high numbers of Hispanics residing in the state and because relatively litile
analysis of the state's policies and practices that promote minority student a;:hievement and
transfer had been previously conducted. K

The State Coﬁtext With Articulation/Transfer

Most state coordinating agencies give some attention to the articulation/transfer
issue. In many states the major source of state-level articulation palicies is the
coordinating board (Richardson and Bender, 1987). Kintzer (1973) categorized state
articulation policies into three types: comprehensive béa]ly—based documents, state-level
palicies, and voluntary agreements among institutions or systems. The formal or legally~
based policies are developed and enfcrced by a state agency; state-level palicies are adopted
on the state level, but institutions are . not legally mandated to follow them; voluntary
agreements are more informal negotiated documents drawn by institutions. Of the three
states in the Border Consortium, Texas is the only state with a formal/legally-based palicy.
Arizona and California have developed state system policies and inter-institutional
valuntary agreements (Kintzer and Wattenbarger, 1985). Central to these articulatior
palicies are the provisions which facilitate the transfer process. .Cohen, Brawer, and
Bensimon (1985) identify a range of provisions in statewide articulation policies. According
to their research, Texas has developed a transfer curriculum in specialized fields and has
appeals procedures included in its policy. Kintzer and Wattenbarger (1985) report that the
Texas palicy also urged every »nblic institution to appoint an officer for Articulation
Counseling to serve as an institutional liason between two-and four-year institutions. Cohen
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Brawer and Bensimon (1985) identify Arizona and California as having a state Articulation
Coordinating Committee. Arizona's palicy also provides a course equivalency guide;

Despite efforts to facilitate articulation between two- and four-year cdleges, state
legislated or regulated policies do not guarantee #rouble-free transfer. Given that most
boards have only recommending or coordinating power, state boards can only encourage
institutional leaders to emphasize institutional cooperation aﬁd to implement articulation
plicles in order for these state-level palicies to work. Four-year institutions are
encouraged to honor the academic tra.néfer work of community calleges and com munity
colleges are encouraged to maintain academic standards comparahle toithose found in four-
year institutions (Richardson and Bender, 1987). The following represents an analysis of
policies nnd practices which have received support from the state boards’in which the BCC
institutions are located.

. Review of Texas Documel}ts
. The Coordinating Board, Texas Cdllege and University System, was created by the
" Texas Legislature in 1965 to achieve "excellence for college education” for the people of

Texas (Report on Texas EEOP, 1986). The Board is responsible for overall statewide
planning of the Texas system of higher education. It reports to the Governor and
Legislature and is mandated to assure quality and efficiency in all Texas higher education

institutions, Its broad areas of responsibility include financial planning, facilities planning,
services to students; universities and research, health professions and com munity cdlleges,
and administration.

Transfer Initiatives.

A review of documents submitted by the Texas Coordinating Board revealed the
following state supported initiatives to promote the successful flow of students moving from
two- to four-year institutions as well as minority student access and ackievement.

Transfer Studies. In 1967 The Cnordinating Board authorized several tranfser
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curricular studies to implement a 1965 legislative mandate on the transfer of credit from a ~
Junior/com munity college to a university (Texas Transfer of Credit Palicies Report, 1987).

The studies were conducted by faculties and administrators of two- and four-year

institutions appainted by the Commissioner of Higher Education. The recommendations of
the committees were submitted to the Board for adoption.

‘ Transfer Curricula and_Pdlicies. The Board policies déevebped general academic

<

courses which would transfer without loss if credit. The first transfer curricula were

adopted in 1967 with additional courses added in 1972 and 1975. In 1979, a systematic

review for all transfer policies was conducted. Separate study com mittees were required to

design a curriculum for specific disciplines identifying courses and prerequisites. In the

Spring of 1981, an advisory committee was appointed to ne\.riew and evaluate existing

" policies and issues on the transfer of credit. In 1982, a basic core of general academic .
courses and general provisioas for freely transferahle credit was developed and adopted

(Texas Transfer of Credit Pdlicies Report, 1987).

Equal Educational Opportunity .Plan. In 1978 the Division of Equal Educational

Opportunity Planning was established in conjwiction with the Texas EEOP in Higher
Education (Texas Report on EEOP, 1986). The Plan was a comiitment by the state o

operate its puklic higher education institutions on a totally desegregated basis and to
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provide equal educational opportunity for all its citizens. One ohjective of the Plan was to

equalize the proportions in which hlack, Hispanic, and white high school graduates entered
public two- and four-year undergraduate institutions. Another ohjective was to facilitate

and promote the transfer of community college students to upper level institutions. A
special com mittee was formed to study and develop palicies on articulation and transfer.

Regional Workshops. During 1985, the Texas Coordinating Board sponsored a seriec of

regional workshops across the state, the purpose of which was to provide a forum for faculty
representatives from two- and four-year institutions to discuss their concerns regarding the

15
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academic preparation of transfer students. Suggestions were made as to how to facfitate
the students’ acquisition of general education competencies in reading, wiiting, and math.
Statewide and institutional recom mendztions were made regarding articulation and iransfer
(Report on Texas EEOP, 1986).

Transfer Programs for Minority Students. One of the 1985 EEOP staff's prlorltl% was
to develop a commurity to serior cdollege transfer project. The goals and‘-objectives of this
project wer to increase the number of minority students wixo selected transfer programs.
The EEOP Plan also included appropriations to support Transfer Centers to increase the
transfer of qualified minority students from community calleges to senior institutions. The
Coordinating Board staff would help selected universities develop these centers, staffed by
Junior and senior college personnel. The universities chosen would be those that had
demonstrated a commitment to the continuation of higher education for minority students
through transfer from community calleges into senior institutions (Report on Texas EEOP,
1986).

To meet the goals of the EEOP, the Texas Coorviinating Board encduraged
postsecondary institutions to develop a process for the identification, advisement, referral,
follow-up, and financial aid counseling of minority transfer students. The Board planned to
invite several pairs of institutions to serve as models for other institutions, As of April 1987
two colleges - Texas A & M University and Blinn College ~ were in the process of developing
a transfer project which could serve as a means of greater access to senior institutions for
a majority of black and Hispanic students (Acosta, 1987).

Professional Development. The Texas Board also provides professional development to

the staffs of the state's public institutions around the issues o recruitment, access, and
retention of minority students. An April 1987 update report on the EEOP presented to the
Board recommended that the state's agenda include initiating additional programs to

improve access, services, and retention of minority studerts and encouraging institutions to
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implement their own plans. The report suggested that the state fund three programs: a ~
middle school outreach program and transfer centers, a minority scholarship progra'm, and a
palicy to fund the costs of counseling and tutorial skills for minority students (Wright, 1987).

Texas Statu Agency Site Visit

The praject Director conducted a one-day site visit to the Texas Coordinating Board
on April 27, 1987. The purpose of the site visit was to ascertain what role the Texas state
agency had taken with regard to implementing palicies and practices which promoted
minority student achievement and transfer. Texas was selected because the state had the
nation's second highest cnrallment of Hispanic students and because relatively little
research about transfer students had been conducted in this state

More importanﬂy, South Texas institutions located along the Texas-Mexican border,
including Brownsville and Laredo, have recently heen the topic of controversy. Indeed,
South Texas is the most disadvantaged region in Texas, and has the highest concentration (70
percent of the population) of Mexican Americans in the state. South Texas has the lowest
per capita income, the highest unemployment, and the lowest educational levels (a median
of 7.7 years of schoaling) of asy Texas region (Fields, March 2, 1988). In Laredo, roughly 93
percent of the population is Mexican American or Latino, and in Brownsville the comparable
figure is 84 percent. However, roughly 61 percent of the Laredo population has completed
less than 12 years of schodling, and in Brownsville the figure is 57 percent (U.S. Bureau of
The Census, 1980). Thus, the notion of providing viable opportunities for South Texas
Hispanicé to participate in higher education is an issue of paramount importance.

In December of 1987, a coalition of Hispanic civil rights leaders and student groups
"‘charged in a lawsuit filed in Brownsville that the state had discriminated against Hispanic
students by providing fewer programs and giving less money to public calleges with large
Hispanic enrcllments—while also not recruiting and graduating enough Hispanic students at
other institutions throughout the state' (Fields, March 2, 1988). The suit charged that South
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Texas contained the largest concentration of Mexican Americans in Texas, (70%), compared ~
to 20 percent for the state as a whale. Further, the suit charged "that South Texa-shad the
fewest higher education opportunities in the state, and a per capita appropriation to higher
education of $70, compared to $290 in Central Texas (where the University of Texas at
Austin and Texas A & M are located), and a statewide average of $160" (Fields, March 2,
1588). Thus, the strategic location of Laredo Jr. Callege, Laredo State Universitv, Texas
Southmost College and Pan American University at érowmvﬂle, made for an interesting
enalysis of the state's rale in providing leadership and finds to address the needs of minority
students and to enhance callege participation and transfer opportunities.

The Prqject Director conducted a one-hour structured interview with the Assistant
Com missioner for Universities and Research; Two Officers Responsible for Analytical
Studies/Student Retention; Financial Aid Administrator; and two Administrators for
Com munity Clleges. A site visit protocol was developed borrowing from that used for the
study on minority students conducted by the Natioral Center for Postsecondary Finance and
Governance. A copy of the site visit protocul is included in Appendix E. The fdllowing
represents an analysis of the major issues that surfacsd during the site visit,
Rale of State Agency

Texas has an aided relationship with community calleges. This partnership puts the
statz in a situation where funds are provided (using a contact hours, £ rmula) to com munity
calleges for administration and instruction. On the other hand, funding for senior institutions
is based on semester credit hours. The Texas Coordinating Board's rale is to provide
leadership, coordination, planning and program approval/review. Program review ensures
that there is no duplication of courses., The Board enjoys stmng recommending power over
two-and foun-year institutions. '

Major Issues of Concern

Wh.te the Texas state agency staff appearec to be concerned with minority students,
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some issucs merit at*ention. For example, when one high level administrator was asked if he )

was aware of the problems minority transfer students were encountering, he replied, 'T don't
know of any problems. If a student makes himself aware of what is available, it will fiow
quite smoothly. The student is responsible for this, No one can tell him, if he doesn't ask
for this.! When asked about why the two South Texas upper-level institutions were not
authorized to expand their programs andi course inventory, a serior ranking state official
replied: "The upper-level institutions can offer as much as they have students enrdlled. The
perception that they can't offer extended programs of étudy is false, They never requested
(extended programs) so they don't have any approved. For example, in Math — they don't
have enough students to pay for (the course), and other programs can't pick up the cost.”
However, the same official remarked that the five senior institutions in South Texas (three
upper-level plus Pan American University in Edinburgh and Texas A & D) would be
encouraged to come forward with programs of study and coux,ses: they shou]d offer. He
indicated that the state was looking for a regional plan for all of South Texas — a vision of
program matic development that anticipated economic and population changes. When asked
{.vhether com munity calleges should be merged with upper-level institutions, a senior official
remarked that this was a '‘controversial topic' and that ¢ .m munity colleges did nG. want to
merge because they might lose special functions related to their miss{on. The same cficial
said that there was no evidence that the rigos of the two-year callege curriculum was less
than that found at sepior institutions.

With regard to the extent the state was invalved with minority student ccnc.rns jwo
individuals, one hlack and one Hispanic, were primarily responsible for handling minority
issues for the Texas state agency on a full-time basis, and these individuals devoted much of
their time assessing the state's progress fuifilling its desegregation plan. Other than
monitoring the desegregation plan, most of the State's rale with minority initiatives
appeared to come from state-sponsored conferences, and from the PBoard lending
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encouragement for postsecondary institutions to plan and implement models and strategies =
to facilitate minority student retention and transfer. For example, the state sponsoned a
yearly Minority Student Retention Conference and invited two colleges, Texas A & M
University and Blinn Callege to develop a Transfe; Project for black and Hispanic students.

The staff also expressed concern at the differential effects that recent state reforms
might have on minority students. For exaniple, House Bill 72, is a coutroversial bjll designed
to reform the K-12 system, which includes a No-Pass/No Play palicy. The bill also restricts
time students can spend on extra-curricular activities and provides for strict assessment and
academic requirements. A staff member expressed concern that students might not have
time to leave school to visit college campuses or to listen to college recruiters. Also, there
was concern that newly comhined test and.academic requireméms might push out Aminorlty
students. In Texas, high school graduates could irn a '"regular' high school :diploma, a
"callege prep" diploma or an "honor' diploma. Students not passing tests on certain
competencies were awarded a Certificate of Completion. According to one ofﬁcial, "for
minority students, the choices are limited. Students may not have taken enough units in
specific disciplines to enter the University of Texas at Austin." This situtation implied that
the state had to seek private funds for early outreach.

State conducted research on minorlt'y students populations was limited and often the

studies did not disaggregate for ethnicity. "For examyle, while the Texas Equal Educational
Opportunity Plan for Higher Education (White, 1983) contained data on minority student

retention at four-year institutions, no comparable data were found for com munit;r calleges.
However, Table 6.1 provides evidence that the state had attempted to cdllect data on
student transfer. It can be noted that while whites and hlacks had increased their transfer
rates from 1976-1977 to 1980-1981, Hispanic ransfer rates had experienced a significant

decrease. The reason cited for the decline was that the Texas economy had improved and

that job opportunities provided an alternative to potential students. However, comparable
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data for recent years when the Texas economy degenerated were not available. Fgrther, an

ofiicial concerned with community colleges had conducted a major study of transfer
students, but had not disaggregated the data wy ethnicity. Other than this studs' and data
included in the Texas EEOP report, there were no studies on minority student achievement,
persistence or transfer. Nonetheless, Texas can be credit-:ed with instituting a number of
activities to enhance student transfer. : a
Transfer Initiatives

The state was actively invalved promoting activities that facilitated students’ mobility

from two- to four-year institutions. They included the fallowing:

Coordinating Board's Core Curriculum Policy. Adopted in 1967, this palicy was

dasigned to simplify and facilitate the transfer of credits among all segments of Texas
higher education. The palicy was being reviewed for majors in 14 areas. Articulation work
was performed by discipline-area committees approved by the Com missioner of Higher
Edgcation which were comprised of representatives of com munity colleges and public senior
calleges, '

Transfer of Credits. Almost all cdllege credits earned with a "C" or better in a
community callege transfer program were said to be transferable to 2 public senior cdlege
or university, regardless of whether or not students had completed work required for the
associate degree.

Statewide Conference on Core Curriculum and Transfer of Credit. Begun in 1981, the

conference was sponsored by The Coordinating Board to discuss transfer of credit issues
between junior calleges and universities and to conduct workshops on new core curricula,
with particular emphasis on facilitating minority students' transfer.

Core Curriculum Workshops. Members of The Coordinating Board staff conducted
workshops to furnish administrators and other educators with information on how to
implement the new core curricula.
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Student Follow-Up Project. Implemented in 1987, the state led the way for universities
to send back raw student transcripts of transfer students to com nunity calleges. ThIS would
allow two-year cdlleges to compare students' performance before and after transfer (by
discipline).

Statewide Articulation Committee. Since The Coordinating Board operates primarly

by influence and encouragement, the objective of this committee is to have representatives
from all sectors meet with two-year staff to provide a forum on articulation problems and
to allow for on-going resolution of problems between se¢tors.

In sum mary, Texas is a state with a critical mass of Hispanic stugents who are largely
concentrated in South Texas, a region marked by severe economic deprivation and low levels
of educational attainment. The response of the state agency to minority students is mostly
centered on fulfilling its federally mandated desegregation plan, which includes equalizing
proportions in which minorities enter postsecondary institutions, and facilitating the
transfer of com munity. callege students to senior institutions. To be sure, the state has
planned and implemented a number of activities designed to facilitate transfer, but
universities had not yet satisfied the goals of the desegregation plan. From 1976-77 to
1980-81, Hispanic student transfer rates experienced a significant decrease. However,
limited or no data existed to account for community callege minority student achievement,
persistence or traansfer. While South Texas Hispanic advocates bemoaned the socio-
economic conditions and educational opportunities available for the region, state officials
were conicerned that funds be well spent primarily oa programs -vith heavy student demands,
as opposed to adding new programs which might dilute others. Further, merging two-year
and upper-level institutions was noted as a contnovex"sial issue, with resistance coming from
community colleges which feared losing their comprehensive mission. There were also
concerns that state neformé such as House Bill 72, assessment policies and tighter academic

standards might have a differential effect on the academic achievement of minority
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students, which might limit their choices of postsecondary institutions upon high school )
graduation.
Review of California Documents
The California Postsecondary Education Com mission (CPEC) was established in 1974

' by the Governor and Legislature to coordinate the efforts of California's higher education

institutions (Commission Report — Update of Community College Transfer Student

Statistics, 1985). The Com misic-m is an advisory, independent citizen board comprised of
fifteen members, nine of whom represent the general public and six who represent segments
of postsecondary education. The Commission is' charged with "assuring the effective
utilization of public postsecondary education resources...and with promoting diversity,
innovation, and responsiveness to students and societal needs.)* The Commission conducts
independent reviews of issues and matters which affect postsecondary education institutions
in California. It issues forty to fifty annual reports on these magjor issues.

Transfer Initiatives

Master Plan for Higher Education. In 1960 California adoptéd a Master Plan for

Higher Education (Com mission Report — Reaffirming California’'s Com mitment to Transfer,

1985). The basic framework of the plan provides conditions for growth for each of the three
segments of California's postsecondary system. The three segments are the Univgrsity of
California (IC) with 9 campuses, California State University, (CSU) with 19 ca.dzpigses, and
the 106 community calleges. UC admits the top 12.5% of the state high school g"raduates
and awards degrees through the doctorate. CSU admits the upper 30% of high school
graduates and awards degrees through the master's level. The com munity colleges are open
tc all high school graduates and adults and offer two-year academic and occupational
programs. The Master Plan guaranteed transfer from one seg'ment to another to able
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students. It assured a smooth transfer process by providing that UC and CSU institutions
hold enrollment in their first two years to 40% of total enrcllment, thus making room for
transfers. -

Even thoughb the plan's basic framewodrk continues to be endorsed, a joint legislative
committee and a commission appoilited by the governor, the legislature, and educational
organizations have been reviewing the plan (Walsh, 1987). These groups are concerned about

the underrepresentation of minorities in the postsecondary system and about a decline in the

quality of undergraduate education. The Com mission bedieves the plan needs to be renewed
to assure that qualified community college students are transferring to one of the state's
senior institutions to complete a baccalaureate degree. Additional state-sponsored transfer
initiatives are included in he fallowing sections.

Transfer Reports. Since 1978 the Califoraia Com mission has published annual reports

on the number and characteristics of conmunity callege transfer students (Com mission
Report — Update of Community -Col'lege Transfer Student Statistics, 1985). These reports

provide information on overall trends including ethnicity of transfer students and retention.
During the past ten years, the Commission has published a series of reports on equal
educational opportunity programs, one of which addressed the undez;representaﬁon of
minority students in transfer programs. _

Ad Hoc Comuritte2 on Community Callege Transfer. In December 1983 the Com mis-~

sion created an Ad Hoc Committee on Com munity College Transfer. The committee was
comprised of represedtatives frcm the Commission, from public and private institutional
boards, and from the general public. The Com mission was concerned about the inadequate
and unstable funding for community calleges and about the decrease in the proportion of
minority student enroliments. Following the Ccm mission's action, the Board of Governors of
the California Community Calleges assigned the transfer function a top priority for 1984
(Com mission Repart — Reaffirming California's Com mitment to Transfer, 1985).
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Legislative Resolutions Promoting Transfer. In 1984 several legislative mandates were
directed specifically at the transfer process. One resalution called on the govemir;g bogzrds
of California's three mgme'nts of pubiic higher education to "adopt a plan recém mending
actions to strengthen college preparation and increase the cdllege achievement 9f ethnic

mirority students." (Comumission Report — Progress in Facilitating the Transfer of
Community Cgllege EOPS Students, 1985). As part of another legislative resclution, the

Legislature directed the Commission to establish a task force to evaluate existing services
provided for EOPS (Extended Opportunity Programs and Services) students who transfer to
public four-year institutions. The task farce was to mgke recom mendations for modification
of services and financial assistance programs to strengthen the transfer process. The task
force made twelve n;,com mendations, oné‘of which was to establish a pilot project on f;ve
university campuses to provide Hispanic and black.EOPS students eligibility for EOPS grants

- and services. The report's general conclusion was that transfer students were not being

given much attention or priority.
" Transfer Studies. A 1985 leéisla’dve resalution directed the Commission to assess

statewide progress in implementing its task force recommendations to strengthen the
transfer function. In 1985 the Commission completed a major policy study eatitled
Reaffirming California's Commitment to Transfer. This report emphasized the transfer

function's rale and tlie rale of community calleges in fv.ﬂ.tﬂiing California's commitment of
access to higher education for all who could benefit from it. It described the state's efforts
to comply with recommendations of the 1960 Master Plan, and painted out that one of the
state’s goals was to 'expand recruitment efforts to enrall Students from underrepresented
ethaic groups and low-income families. Objectives to meet this goal included strengthening
pre-callege preparation programs and student support services, and improving the transfer
function from com munity calleges to universities, The report included information on high
schoal preparation of iransfer students, on identifying and counseling potential transfer
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students, on coordinating enrallment planning, and on transfer course offerings. -
Funding of Transfer Centers. All three segments of public higher education x.wequeﬂted

special funds for transfer centers in their 1985-86 budget proposals. By September 1986,
seventeen com munity colleges had instituted transfer centers funded by the state.

‘Review of Arizona Documents
The Aﬁzo;la Board of Regents, the current governing body for the three state
universities: Arizona State University, the University of Arizona, and Northern Arizona
University, was created by a 1945 legislative act to control the three institutions (Arizona
Board of Regents innual Report, 1979-1980). The Board's responsibilities include

establishing palicies for the universities; determining tuition and fees; hiring the
president(s); approving curriculum changes; approving capital outlay funds; and determining
operating budget funding levels, It is composed of eight members appinted by the Governor
and two ex-officio members, the Governor and the Superintendent of Public Instruction.
One full-time university studént is also appointed as a non~voting member of the Board.

In 1960 the legislature created the Arizona com munity college systam and established
the Arizona Junior Callege Board. The current Board, the state Board of Directors for
Community Colleges of Arizona, administrates nine community college distiicts and local
boards, and their fifteen calleges, two education centers, and four skill centers (Arizona
Academy, 1983). The Board's responsibilities include administration, operation and
budgeting for community calleges; pr&cribing admission requirements, tuition and fees;
establishing curricula; and designing courses.

Tranefer Initiaves
The state of Arizona has supported the following transfer initiatives.
Joint Conference Committee. The Joint Committee composed of three members

appointed by the Arizona Board of Regents, and three members appointed by the state Board
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of Directors for community colleges of Arizona was established to enhance com m_unicatlon ]
and cooperation between the two systems. The Committee addresses such issues as
articulation, transfer of credits, research planning, and programs (Arizona Board 61’ Regems
Report, 1986).
Course Equivalency Guide. The Joint Conference Committee is responsible for

editorial oversight of the Course Equivaiency Guide. The Guide is published annually to help
students determine the transferability of courses between community calleges and the
‘ public universities. ]

Academic Program Articulation Steering Committee. In February 1982, the Joint

Conference Com mittee estahlished the Academic Program Articulation Steering Com mittee
(APASC) (Wright, 1985). APASC is composed of eighi members — three representatives of
the public universities, a rerresentative of the community calleges, three representatives of
the public universities, a represeniutive of the staff of the state Board of Directors, and
representive of the staff of the Board-of Regents. APASC prepares periodic reports for the
Joint Conference Committee regarding committee meetings and significant articulation
issues. Articulation Task Forces were estahlished by the Com mittee in twenty-six academic
disciplines,

Minority Achievement Studies. The National Center for Postsecondary Governance and

Finance, of which the Research Center at Arizona State University is a part, is currently
invalved in a research project invalving ten case studies (Simmons and others, 1987). The
study is called Influences on Baccalaureate Achievement and includes an introduction to and

description of the issues around minority degree attainment. As a part of this research, the
public universities across the country which awarded a substantial number of degrees to
minority students were selected for case study. It is expected that this research will lead to
federa;:l, state, and institutional policy implications prompting minority achievement.

In summary, each of the three states was engaged in numerous activities designed to
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enhance-minority student achievement and Fransfer. Nevertheless, the concern about low
student transfer rates was common throughout the three states. In Texas, the critical issues
were diminishing opportunities for Hispanics in the economically deprived region of South
Texas; the differential effects of newly enacted state reforms (such as House Bill 72) on
minorlj:y students; -declining Hispanic students transfer ram;. lack of research on transter
and minority students, disaggregated by ethnicity and gender; and funding disparities.
California al;pear‘d to be engaged in the maost studies about s;tudent retention and transfer
as well as numerous projects, i.e. Transfer Centers, and other legislative mandates
promoting transfer. Rowever, there was concern that the state Master Plan might not have
made a significant differeince enhancing student mobility. Arizona's major projects were a
Joint Conference Committee to ephance communication between senior institutions and
community colleges, a Course Equivalency Guide, and Articulation Task Force.
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Table 8.1

Transfers from Texas Public Community Colleges to
Junior Standing in Texas Public .
Upper-Level Institutions and Four-Year Senior Colleges and Universities

Year

Academic ¥hite Black " Hispanic Other _ 1
No. Perceat No. Percent No. Percent No. Percent : TOTAL 1

1976-77 7,655 TL.2 555 5.2 2,990 21.3 246 2.3 10,735

1977-78 6,665 75.2 6333 6.9 1,356 14.9 269 2.9 9,123
1978-79 6,267 73.4 561 6.6 1,371 16.1 343 4.0 8,542
197980 5,375 74.4 498 6.9 1,123 15.5 226 3.1 7,222
1980-81 5,555 73.1 556 7.3 1,160 15.4 322 4.2 7,602
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CHAPTER VII
DISCUSSION

If one accepts the notion that "access to four-year imstitutions for almost
half of all minority students currently participating in higher education
requires transfer from a two-year to a four-year institution" (Richardson and
Bender, 1987), then one must also not need much convincing that improving thé
transfer rates of community college students is an issue of paramount
importance. Compounding this issue is the fact that community colleges are
operating in an era that challenges non-traditional standards of scholarship in
which the colleges have been operating, as well as the extent that the colleges
have offered true opportunities for minorities to move up the social and
academic ladder.

Not a few scholars a;xd practitiohers tend to view the role, accomplishmints
and distinctive nature of two-year colleges with skepticism. Critics of
.conm.mity colleges question the value of equal ac.ess 'wnen_ there are unequal
achievement outcomes; dispute worth of oppertunity when there is unequal
enrollment distribution among the posts:condary sectors; and contest the
inherent worth of education as a societal gocd when unequal gains are being made
between minority and majority students. The fact that minorities are unevenly
distributed in the two-y:ar college tier does not simplify the debate. If
anything, the disproportionate’ presence of minorities in two-year colleges
brings to question the effectiveness of measures that enhance studen. retention
and transfer to senior institutions. Despite the fact that the colleges have
tried ard tested numerous interventions, to a 1large extent, the colleges'

holding power over minority students, as well as their success at facilitating
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student transfer has been only minimally successful (Nora & Repdon, 1988; Astin,
1982; Richardson & Bender, 1987). Further, the present concern to . upgrade
standards and improve institutional excellence raises larger issues about the
community colleges' role as members of the higher education community and calls
to question whether or not the colleges can at once embrace traditional views of
teaching and 1learning and disdain questions of institutional quality and
measureable student outcomes.

The comprehensive nature of this study (which involved site visits to each
BOC institution and two upper-level institutions and one state agency, as well
as the collection of institutional baseline data and information from students
and faculty) has provided a unique opportunity to arrive at some research-based
findinge about what the transfer situation is 1like in the southwest. Using
empirical information derived from this study, six critical questions often
asked about community colleges will be answered and discussed.
Ql. Are commmity college students, especially Hispanics, interested in and

camitted to transferring?

This is an immortunt question, for a body of 1literature has recently
emerged that suggests that students who declare a transfer goal may not really
be interested in traasferring (Cohen, Brawer and Bensimon, 1985; Bensimon and
Riley, 1986; Cohen, 1987). Acccirding to these studies, muny students who
declare a toansfer major do not c¢onsider the time, eXfort and commitment
required to uattain their goals ard often chcose the highest or most prestigous
degree despite goal ambiguity or uucertain motivation. Cohen (1987) questions
previous studies which indicate that three-fox.xrths 2f all comunity college
entrants indicate that t:hey eventually intend to get at least a bachelor's

degree (Cohen, Brawer and Bensimon, 1985; Astin ang others, 1985). According to
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Cohen, these studies draw from biased samples of full-time students and often
ask questions about transfer intentions that hias the answe;'s. He sugge.sts that
when all entering students are asked, "what is the primary reason you are
attending this college at this time?", usually only one third respond that they
are in college to prepare for transfer or to get a higher degree, while about
ﬁalf say they seek occupational skills (Illinois Community College Board, 21986';‘
Maryland State Board for Community Colleges, 1983; Sheldon, 1982). '
While it can be argued that this study ‘drew from a biased sample of
studeats enrolled in transfer credit courses where over half of the sample was
enrolled on a full-time basis, other considerations must be kept in mind.
First, the sample included a large proporticz of Hispanic students (85%) who
have among the lowest transfer rates. Second, the students were asked at least
10 different é;uestions about their transfer aspirations. Third, the study
included an anasysis of the factors that influence transfer behavior and
srceptions. Fourth, the study included a comprehensive anaiysis of qualitative.
and quantitative data to assess why students did not transfer. Taken together,
the comprehensive findings from this study provide strong evidence that students
do want to transfer, but that other factors mitigate against their attaining
the 'r aspirations. :
Since Hispanic students exhit+it exceedingly low transfer rates, could zit be
that they really don't want to transfer? One ohy needs to review the responses
to several survey items tc reach the opposite conclusion. Over half of the
sample indicated that their main reason for college enrollment was to transfer.
Most students aspired to professions requiring at least a bachelor's degree.
Half of the students planned to transfer after receiving an associate and one-

fourth planned to transfer before earning an associate. Most believed that
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increasing the number of students who transfer should e a top college priority.
Nearly three-fourths thought transferring was important. Most believed it was
better to transfer after earning the associate degree and most were worrying
about transfer now. Further, over 60 percent felt transferring was more
important than getting a job. Nearly half of the students were talking about
transferring with their friends and about half felt that if they did not
transfer, they would be disappointed. Moreovef, the vast majority of the sample
was strongly committed to attending their institution and to attaining their
goals.

These affirmative respcases related to transferring lead one to believe
that the notion of transferring has, if no% become a central goal, then at
least hecome something that is being given very serious consideration. Even if
one were to accept Cohen's argument that only about one-third of community
collegfe eptrants actually do want to tr-a.nsfer, why is it that less than 10
percent of students actually do transfer? Should one guestion which simply asks
whether students want to transfer at this time be the sole c¢riterion by which to
determine definitive student aspirations? To what extent should stuaints
shoulder the responsibility for not transferrirg? Further, it is of limited
utility to sample students in vocatio;aai-technical and community education
programs to determine whether or mot studer! . - == to transfer. Fi_st, it is
likely that many of these students, except those enrolled in selective
vocational-technical programs, are not interested in transferring anyway. More
importantly, the critical question being posed to community colleges is not "™
aren't students enrolled in vocational-technical and community education
programs not transferring?" It is, '"why aren't students in transfer programs

transferring?' And "why aren't Hispanics and blacks transferring®™' YFor the
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critical issue is not how many students actually want to transfer. The
important question is what happens to students after they enroll in a i:ra.nsfer
program of study in community college. Other dimensions of this study provide
evidence that selective faqtors mitigate against student transfer.
Q2. Wy is it that community college students (particularly Hispanics) are not
transferring? ! 5

This stuciy prov.ides ample evidence that both wh'ite and Hispanic students

want to transfer and are committed to transferrifng. Moreover, there is evidence
that a number of barriers impede the transfer process. Site visit interviews
provided rich information about multiple barriers to student achievement and
transfer. These 1nciuded student-centered barriers such as lack of motivation
and academic preparation, unfamiliarity with the costs and bemefits of the
higher education system, cultural beliefs/practices -and financial pressures,
among others. VYet, there was alsc evidence that bharriers to achievement and
transfer existed throughout the educational pipeline. .At the pre-college level,
students appeared to be receiving a noor basic skills preparation and were often
not taking college-prep courses. Other than routine activities such as hosting
Career/Vocations Dayé or having counselors visit campuses, articulation between
high schools and coftmunity colleges often did not :focus on issues such as
comparing curriculum, course content, and student: expectations. At the
comunity college level, there was some faculty resistafmce to advise students or
to deal witk students with hasic skills problems. l;hreover, despite numerous
interventions such as remedial programs and assessment practices, community
college staff expressed frustration that many programs hkad failed to help
students, and that remedial students often took 3-4 years to earn an associate

degree. In general, commnity college articulation with senior institutions was
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weak, in terms of exchanging data on transfer students (i.e. test scores,
GPAs,number of students who transfer) and comparing curriculum and expeciations.
Transfer students faced multiple barriers at senior institutions. These
included paperwork involved in application forms, costs such as tuition and
moving, assessment policies such as the Pre-Professional Skills Test in Texas,
impacted programs with limited space, and varying university general education
requirements, amoﬁé others. And the communities where the BCC institutions were
located certainly did not appear to facilitate transfer. Poverty and
unemploqunt made economics, not schooling, a primary preoccupation for students
and their families. Further, many of these students lived in areas which were
relatively isolated from major metropolitan areas, regions where citizens had
few college degrees and where people’could get jobs with less than college
education. While these barriers can affect both minority and majority students,
they may be having a disproportionate impact on Hispanics and on other
disadvantaged, less sophiéticated students, especially those coming from
families where the precedent of participating in higher education has not bsen
established. h

The data from the student survey provided interesting information zbout why
both white and Hispanic students might not be transferring. According to
students' responses, the least ancouragement to transfer came from community
college faculty, counselors and the registrar's office. Indeed, only one-third
of the students felt commnity college teachers had encouraged them to think
seriously about transferring. On the other hand, it was interesting to note
that while students rated their academic and career preparation experiences very
positively, they felt that the community college offered excellent information

on transfer opportunities and knew that they could get assistance about
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transferring from faculty and counselors. Ebr the most part, students were not -
invcived in counseling or academic behaviors. The vast mjority did not
participate in academic or career counseling or in meetin s with "four-year
recruiters. Further, about half never or rarely made appointments to meet with
faculty, over 60 percent never or rarely asked faculty for advice, and over 50
percent never or rarely asked faculty for additional references or for help with
writing skills. This suggests that while most students plan to transfer and
¢think transferring is important, they are not taking advantage of services that
couald facilitate transfer or exhibiting transfer-related behavior. This lack of
academic integration is coupled by limited social integration behavior. Few
students saw faculty outside of class, participated in extracurricular
activities, had informal communications with faculty or participated in freshman
orientation. Variables measuring student pre-dispositicn to transfer revealed
sim%lar inconsistencies. While the majority of students planned to apply for
transfer to at least one institution, and generally had positive perceptions
about transferring, their transfer behavior was limited. Few students sought
information about transfcrring fram the counseling office, community college—---—-
ﬂfaculty, four-year institutions or commnity college faculty. Instead, it
appeared that students were getting some assistance about transferring from
friends who planned to trarsfer or who had already transferred. Moreover, the
testing of a structural model of pre-disposition to transfer revealed that
studeats with low levels of commitments to attaining their goals and attending
their college exhibited low 1levels of pre-disposition to transfer (i.e.,
transfer Eehaviors and percebtions). Similarly, students w’.th low 1levels of
social. and academic integration exhibited 1low 1levels of pre-dispostion t6

transfer.
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Finally, the faculty survey provided evidence that most faculty were not -
involved in 5. close working relationship- with students and that faculty/student
interactions were minimal. Further, faculty expectations of students were quite

low. If faculty rely on objective tests and minimally involve students in
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activities requiring higher-order thinking skills - such as synthesis, analysis
and interpretation, it is doubtful that transfer students will be able to
compete with native four-year college students who ha.vée been exposed to these
activities. Also, for the most part, faculty were not involved in helping

students to transfer nor were they involved in activities designed to facilitate

w4 m s

the transfer process.

Indeed, BCC students face meny of the barriers which have already heen
ideqtified in urban coummit.y colleges and other two-yéar colleges throughout
the nation (Richardson and Bender, 1987; Padilla and Pavel, 1986; Cohen, Brawer
and Bensimon, 1985). And while this study found few differences between whites
and Hispanics, it is probable that minority students who exhibit a naivete about
the higher education system are disproportionately affectéd by multiple

barriers.

transfer?
While interviews with rfaculty revealed a genuiné concern for students,
their responses to the faculty survey provide evidence that often their

attitudes, policies and practices do not facilitate transfer. For example,

faculty appear tv e over reliant on quick-score, objective tests that meusure

student performance. Half of the sample never required additional readings in
outside reference materials or asked students to summirize extended prose. Few

l Q8. Do coommity college faculty attitudes, policies and practices facilitate
l ever assigned a term paper. Ironically, the very skills students need most to
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succeed in a f.iur-year college (writing, interpretation, synthesis and analysis) ~
appear to receive limited attention in the BCC institutions. These findings are
consistent with those revealed by others (Richardson, 1983; Cohen, Brawer and
Bensimon, 1985). It ‘is unclear whether faculty have become so frustrated w:th
their efforts to teach higher order learning skills that they have lowered their
séandards or whether faculty have not taken the time to conscientiously asses?
their instructional prﬁctices and policies. To be sure, faculty reported to be
only somewhat confident or not confident at all about students being able to
summarize points from a book, leérn on their own or interpret ctarts and graphs.

While research (Tinto, 1987; Rendon, 1982; Nora and Rendon, 1988; Study
Group on the Conditions of Excellence in Higher Education, 1984) constantly
points to the importance of student/faculty interactions to promote student
) reténtiop, most students . rgpgyted minimal contact with faculty outsidg 'the
clascroom em;ironment. Hov}ever, about half of thé faculi:y v‘eported -f'fenu—e'ntls;
meeting with students during office hours. Nonetheless, few faculty frequently
discuss students' applications for transfer, advise students on course
selection, or participate in orientation sessioné.

While most fa.cultjy appeared to be aware of comparable course content and
text books in four-year schools, most had not compared exams and assignmenté.
Further, few had served as member of articulation committees. Thus, faculty
involvement in transfer practices appears to bo more of a perfunctory nature
such as aquainting themselves with course syllabi and textbooks and writing
letters of recommendation for transfer students, rather than active involvement
meeting with four-year faculiy to compare assignments, exams and practices or
serving on comittees to develop articulation agreements with four-year

institutions.
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While most faculty assigned equal importance to transfer and occupational
education, about one-third were not sure how important the transfer -function
was. These findings call to question whether faculty need to re-think their
role in’ serving transfer students. Finally, it should also be noted that the
BCC faculty is predominantly white (73%) and that their mean age is 47. The
impact of a white, aging facultyj on relatively yout_hful Hispanic community
college students is unclear, and one can only speculate whether Hispanic
students avoid actively seeking faculty for assistance because they are umable
to relate well to faculty.

[

Q4. Do BOC institutional practices and policies facilitate transfer?

To a certain é;zi:ent, the answer is yes, but it is appa;ent that much more
remins to be done. On the one haxid, one must give credit to the institutional
staff which over and over expresse-d concern about their students, and it was
clear that most institutions had tried and tested a number of policies and
practices desigﬁed “to pran;)te stude;lt achievement, retention and tranéfer. For
example, the colleges which had instituted Transfer Centers reported a
phenomenal student response, and the Transfer Center staff felt they were being
sdccessful reaching students and facilitating the transfer process. Other
cozlleges poinj:ed to their exemplary: projects with pride: assessment practices,
special services for disadvantaged' students, women's centers, tutorial labs,
adopt-a-school proj»ct, among otheI;s. And one must also sympathize with the
cdlleges' staff over the enormity aﬁd complexity of the problems they deal with:
a very academically and culturally diverse student body; lack of funds and
faciiities; isolation; poverty; student lack of academic preparation at the pre-
college level; and non-cooperative four-year institutions, among others.

Yet, a closer inspection of the information derived from this study reveals

156
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serious gaps in the design of mechanisms designed to promote student achievement -
and transfer. The college catalog is a poor source of infonnatic;n about
transfer. The colleges generally do a poor job collecting data on student
retention and transfer. Other than hosting career days and having counselors
visit high schools and univerities, articulation does not focus on sensitive
issues such as curricuium, instruction and student preparation. Faculty resist
-advisement and have limited interactions with students. Assessment practices
proliferate with mixed results. Faculty rely oo quick score, objective tests to
measure student iearning, and nigher order thinking skills receive 1limited

attention. While interventions to enhance student achievement and transfer can

be found at most colleges, it is unclcar to what extent they have been
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successful. Evaluation of these interventions are incomplete or non-existent.

i .

For the most part, data on student outcomes (i.e. retention, transfer,
associate degrees earned, GPA) are sketchy, not stratified by ethnicity, and it
is unclear to what ‘extent administrators and faculty use this information to
improve the teaching and learning process. In short, while the colleges express
éeep concern with facilitating student persistence and transfer, there does not
appear to be a holistic, structured, comprehensive plan to promote transfer
oportunities or to assess the axtent that the colleges are succeeding at
promoting student achievement, retention and transfer.

Q5. Are students in South Texas (Laredo and Brownsville), where ar upper-level

institution has been authorized to co-exist with a coomunily college on the same
campus, finding opportunities to earn the baccalaureate?
Data and information from this study provide evidence of the harsh reality
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that students are finding few opportunities to earn the baccalaureate. The

biggest barrier appearss to be limited program offerings, restricted to education
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and business. This not only limits the options for transfer students, but makes
it difficult to attract quality faculty or to develop a high quality prégram of
study. Overloaded facuty not only have little time for research, i:hey have
precious little time to devote to students. Lack of time, resources and
personnel have caused upper-level institutions not only to stretch their
academic and support services very thinly, but to earn reputations as inferior
institutions.

Further, the upper-level institution's relationship with the community
college in terms of facilitating student transfer does not appear to be working
very well. It is often easier for students to transfer to other universities
which have a broader range of courses from which to choose. Moreover, students
planning to transfer to upper-level institutions of.'n take courses in the
comunity college that don't transfer or apply for the baccalaureate. Because
of limited program offerings and the fact that students must earn 18 hours at
the se¢nior institution, the upper-ievel college oiten must ask students to
repeat courses taken at the community college. Students get frustrated when the
upper;level institution tells students they must return to the community college
to take lower-level courses in a transfer program of study. Despite the fact
that the upper-level college's population ccnsists of all transfer students
which should have acquired preparation in basic skills, more often than not
students transfer with basic skills deficiencies. For example, transfer
students perform poorly on tests such as the PPST. Yet, the upper-level
institutioq is rot authorized to offer remedial work. Finally, the upper-level
college has o direct power to tell the community college what to counsel,
teach, emphazise or cover, and in fact, a.ticulation between the institutional

pairs is limited.
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In short, the structured link betwsen the pairs of comminity colleges and -
upper-level universities appears to be more a part of the problem than the
solution. And it is ironic that while these institutions are situated-in a most
economically deprived region of Texas and deal with some of the state's most
educationally disadvantaged students, they have among the fewest resources
(staff, funds, programs) to facilita.te: student ac’ievement and persistence.

Q6. Have transfer initiatives developed at the state level made a difference in
promoting minority student achievement and transfer?

This study provided evidence that while each of the three states was
engaged in numerous activities designed to enhance minority student achievement
and transfer, state initiatives, in and of themselves, had not guaranteed smooth
transier or given rise to the number of students transferring. In Texas,
lispanic transfer rates had declined. Opportunities for South Texas students to
initiate and complete four-year prozrams of study were 11;nited, due to funding
discrepancies and programmatic inadequacies in upper-level institutions. In
California, the state Master Plan for Higher lEducation had not fully 1lived up
to its promise. Policymakers were concerned about the underrepresentation of
minorities throughout the postsecondary system and about declining numbers of
students transferring fruu conmmit'y colleges tn the LSU and UC system.
Arizona's community college staff was concerned that the Course Equivalency
Guide and Articulation Steering Committee had achievgd limited success. Arizona
two-year college administrators complained that universities all too often did
not accept courses for transfer credit. Further, while meetings were held
between two and four-year college faculty, often universities sent difierent
faculty to represent the institution, affecting continuity of knowledge, and

many times university faculty were unaware of their own curriculum.
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The main complaint from community colleges was that the state under funded "
them, and that without adequate appropriations, the colleges were liﬁited in
their being able to implement reforms and new interventions to address the
transfer issue.

In summary, this study has accentuated the critical role the BCC
institutions are playing for Hispanic and white students in transfer programs of
study, The collegiate function is indeed important to a critical mass of
students. Yet, the colleges must overcome multiple barriers to student
achievement and transfer, particularly those related to intersegmental
collaboration, faculty attitudes and practices, and student and academic support
services that enhance academic and sccial integration. Furfher; state agencies
need to review and re-evaluate their role providing funds and encouraging
institutions to address minority students. The next sec*ion. presents final
conclﬁsions and a series of recammendations to address the transfer in the BCC

institutions.
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CHAPTER VILI
OONCLUSIONS AND RECOMMENODATIONS

Conclusions
In the first major analysis of minorities and two-year colleges, Olivas
(1979) characterizes' the dilemma of access: "do two year institutions provide
opportunities foriminorities, or do t}%ey perpetrate inequities?" (p. 170). The
answer to both sides of the dilemma is, Olivas suggests, a qualified yes. To
the extent that the colleges provide access through an open Zdoor policy,
minorities and those_ who would otherwise not be served by higher education find
opporturities to initiate a collegiate career. But to the extent that student
rétention, achievement and transfer rates ;emain low, community colleges prolong
a cycle of socic;-economic inequities that differentially affect minority and
disadvantaged stu.dents. The dilemma raises other critical questions: How is

it possible that 'conmtmity colleges operating in a context of opposing tensions

can ever foster high levels of student learning ’and growth? Just _what are
"successful" community college students? How viavle is the quality of the
collegiate function?

To be sure, much of the two-year colleges' success assuming their place
alongside other : postsecondary sectors has been accomplished not through
resolving paradokical teasions, but by becoming masters at operating in the
context of contra;stive Juxtaposition. They have at once embraced the notion of
enrolling all étudents, regardless of academic background, and admitting
students on a selective basis as in the case of nursing and other allied health
programs. They express concern about retention, but often insist that their
drop-outs and stop-outs are equally successful. Their mission is purposefully
broad and ambiguous, although the colleges express concern about providing
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specific services to selective groups. The colleges take pride in multiple
indicators of student achievement. Successful students may be those who simply
take courses for personal gain without earning degrees, who transfer to a four-
year institution with or without earning an associate depree, who earn a
certificate or who earn an associate degree. While the colleges believe they
are iegitimte members of the higher education community, they often advance the
argument that they cannot and should not be Jjudged by quantifiable indices, and
that large numbers of students enter these colleges for reasons far removed from
earning degrees or initiating baccalaureate studies. In short, the colleges
appear to have found their niche as members of the academy by offering college-
level work nrimarily tchrough their transfer function, yet retaining their fluid,
often ambiguous identity by subscribing to conventional and unconvential wisdom
and by operating in a complex context marked by contraposition. But while this
context has provided a defensible means by which the colleges can Justify their
amalgamated mi 'sion and their diverse, non-traditional outcomes, it has also
been a damming feature-~-illiciting notions that the colleges are inferior and do
not merit bveing called members of the higher education arera, and arousing
controversy that the colleges malserve Hispanics and other minorities, and in
fact perpetrate a class structure that keeps the poor and disadvantaged in the
lowest socio~economic tier of society. Yet, as long as the colleges continue to
be the primary vehicle of opnortunity for collegiate studies; for minority and
disadvaantaged students, they will not escape questions of equity, outcomes and
quality. _

The rationale for this study was bised on the premise that the Border
College Consortium are critical institutions. They embody the essence of

opportunity for growing numbers of Hispanic students who will likely form the
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future 1ieadership cadre for the U.S.-Mexico border. They are the very °
institutions that can make access meaningful for students that want to get
beyond the open door, who want to earn college degrees and move up the social
and economic ladder. As such, questions of equity, student and institutional
outcomes as well as the quality of student support and academic services in the
BCC take on paramount importance.

What did we learn from this stidy? In wmany ways the BOC institutions are
not unlike many of their counterparts throughout the nation. Studies have
repeatedly documented that 1) community colleges disproportiopately enroll
minority students; 2) women students have increased their presence; 3) faculty
are predominately white; 4) data on student retention. are sketchy, incomplete or
unavailable; 5) few students earn associate degrees; 6) multiple barriers affect

N N R an M BN BN A En s

student retention and transfer; 7) about three-fourths of commnity college
students declare a transfer-related goal; 8) faculty over-rely on quick score,
objective exams; 9) students have little interaction with faculty outside of
class; 10) community colleges feel the state underfunds them (Richardson, 1983;
Cohen, 1982; Cohen, Brawer & Bensimon, 19857 Richardson & de los Santos, 1987;

Olivas, 1979).
Considering the comprehensive nature of this study, we formed the following
conclusions —-
About the role of commmity colleges:
(o} While data provided by BOC itstitutions was incomplete, on the surface
it was clear that the numbers of minority students who transferred or

the colleges must re-conceptualize their role providing collegiate

i
I earned associate degrees were unacceptably low. This suggests that
I opportunities for students.

;
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Given demographic shifts in the U. S. Southwest, The BOC institutions
play a critical role providing access and opportunities for Hispa.nics
and other minorities to initiate college-parailel studies. ‘
Access, in and of itself, will not guarantee either student
achievement, persistence or transfer. Access merely opens the door to
collegiaté opportunities. It is in the context of student college
enrollmeni wbare many problems occur and where the consequence of old
and new patterns, both deliberate and” inadverdent, overt and covert,
must be examined. ‘
While multiple barriers to student achievement, retemiizn and transfer
were identified which the colleges can exert 1little or no control,
many more barriers exist which the colleges can help students overcome
through careful planning of intervention strategies. ]
Uniess the colleges improve their data acquisition, reporting and
monitoring capabilities, they will have a limited. understanding of
their student and institutional outcomes.
The BCC institutions have developed a number of efifective policies and
practices which can be transported to other colleges with similar
student’ piopulations.
Institutié)nal research generaily does not receive high priority at

most colleges.

About Students:

o

BOC students plan to transfer, think transfercing is important and are
comnitted to their educational goals. Thus, the transfer function in
the BCC is of pzramount importance.

The concapt of higher education, its costs and benefits; needs to be
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brought and explained to Hispanic studerts and their parents.
Community college educators, school leaders and state policy-ukers
must dispell notions that Hispanics and other disadvantaged' students
are soley to blame for poor educational outcomes. Comments such as,
"Hispanic students don't transfer because 1_:hey really don't want to
transfer," or "Hispanics drop:j out of wllgge "because they are
unmotivated and doa't want to do college-based work," are damaging
and carry far-reaching consequences. f‘irst, they blame the victim and
disburden institutions from effecting reforms that target special
populations which have beea . m§t6rica11y excluded from fully
participating ir. all that higher education has to offer. Second,
these types of sweeping generalizations tend to perpetuate a
stereotypical imge of Hispa.nics aa unteachable, submissive, ignorant,
taciturn and backward. Third, overstatements and overgeneraliza.tions,
often based on ‘'hunches" as oppesed to empirical research, tend to
perpetuate invalid assumptions about special student populations and
u,;lfortuna.tely can serve as the flawed basis for developing research
and programmatic initiatives. _
Few differences separate Hispa.n:ic and white studen:ts. BOC Hispanic
and white students differ in terms of high school érades (whites are
higher); family income (whites are higher); commnity college grades
(whites are higher); age (Hispanics are younger).
While findings from this study suggest that boti: white and Hispanic
students are affected by multi-dimepsional barriers in the same way,
their effect on mderrepresentgd minoritizs may weigh more heavily

because socialization has not prepared them well to either recognize
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or take advantage of opportunities. Minorities often exhibit a °

naivete about the costs and benefits of the higher education-system;

S it it
'l R

they are unaccumstomed to peer networking or penetrating resource aund
information networks; and they may find that they are commiting
' themselves to goals they don't fully understand.

o Mat BCC :stuqents do not exhibit transfer behavior and do not take
advantage of student und academic support services.

Students who exhibit high levels of academic and social integration
are 1likely to exhibit high levels of transfer behavior and
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perceptions.
o] Students who ﬂave strong conmitments to attending their institutions
and attaining their educational goals are 1likely to exhibit high

levels of transfer bhehavior and perceptiors.

o] While numerous academic and student suppert services that facilitate
student retention and ’transfer are available, students generally o
not take arvantage of them. Thus, incentives and other pro-active
measures that bring servig:es' within reach of students and that enhance
social and academic integration need to be developed. It 1é crucial
that the colieges recognize that if Hispanics do not enroll in
collegiate programs, do not receive academic and career counseling, do
not have the resources to carry out their academic work, and do not
penetrate networks where useful advice, advocacy and patronage are
dispersed, they will not only begin college with an initial
disadvantage, they will find that disadvantages will grow and
accumulate over time.

o Hispanic women, who experience significant cultural barriers related
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to transfer, need to have more support in community colleges, in terms

of special nrograms designed for the cohort.

About Articulation:

o

Transfer is a complex, multi-demensional issue that requires attention
to student and academic support services, assessment, teaching and
learning policies and practices, collaboration, and research. Thus)
transfer cannot be improved solely by devising interventions for any
one service category, through "one-shot" approaches or by commnity
college acting by themselves. The key players in articulation are
school officials, community colleges, senior institutions, and state
agencies. ‘
Senior institutions share as much of the responsibility for improving
student transfer rates as a comunity college, and the BCC
iastitutinns are not solely to blame for low minority transfer rates.
Four-year colleges and universities have given limited atten.izn to
facilitating student flow through the pipeline; i.e., exchanging data
about students, providing accurate and timely information about
practices and policies, accepting transfer courses, and working on
articulation agreements with community colleges.

With few exceptions, articulation between and among the segmeiits
(public scbools, commnity colleges and senior institutions) is
generally poor, and does not focus on critical areas such as meeting
GE requiremeats, comparing student expectations, comparing course
context and requirements, or assessing student outcomes.

Intersegmental cooperation and collaboration is critical to student

flow, and the transfer problem cannot be solved simply by employing a

167




160
fragmented, institution - specific approach. Rather, the approach
should involve the coordination of the different segments .through
which a student passes on the path toward the ‘xaccalaureate. .

o Stndeats initiating a four-year rrogram of study in community colleges
which have been paired with an upper-level institution in South Texas
find limdited opportunities to trausfer and complete their program in -
their chosen field. These two pairs of institutions need to work more
closely together. For example commﬁity college and upper-division
faculty need to compare syllabi,- - texts, ’ readin; and writing

requirements, and standardized test scores and arrive at a means to

o States need to take an enhanced leadershipr role in funding, supporting
and initiating strategies and policies designed to improve minority
student access, achizvement, retention and transfer and consider these
as major public policy issues which merit top priority.

o BCC facﬁlﬁ-’—ezge—c—ﬁiﬁﬁs of students are generally quite low.

o] BCC faculty have limited interactions with students outside the class-
roam environment.

o Faculty have assumed a small role providing support and encouragement
for students to transfer and participating in activities designed to
facilitate transfer.

o) Faculty will need to play an increased role promoting transfer

opportunities for minority students, both in terms of improving the

teaching and learning process and encouraging studeats to earn

3 l : mesh GE requirements.

baccalaureate degrees.
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o More Hispanic ‘:uid other minority faculty role models must exist for ~

students to turn to for advice, support and understanding.

The transfer problem, while multi-dimensional and complex, is not
unsolveable. It can be addressed if institutions coilect data and information
t? substantiate what the problems are and to what extent they exist. Using the
information generated through this study, the next section focuses on what the

cclleges can do to inbrove transfer education.

Recommendations

We have organized our reccnmendations in two sections. First, we will
outline a ser‘les of specific recommendations for the BCC institutions and the
states in vhich they are located, which siem from the findings and conclusions
we reached in this s’-fudy. Second, we will present a Comprehensive Model For
Improving Studeat Transfer Opportunities which may &©ke wused by the BCC
institutions as well as other cormunify éolleges vith similar student
populations throughout the nation. Our recommendations were fo:mnulated with two
considerations in mind. First, while the focus of these recam;endations is on

Hispanic students who continue to he underrepresented in Ligher education, we

" believe that the implementation of these recommendations will benefit not only

Hispanics, but all students who flow through the system. Ssecond, rather than

re-hash a number of recommendations which are surely tired of seeing themselves

in print, we will concentrate on relatively new and innovative ideas.

Becommerdations for BOC Institutions

1. On a ' varly basis, the cclleges should collect data, stratified by
ethnicity and gender, on student retention rates, student GPA's, associate

i degrees awarded, and student transfers t¢ selective institutio:s as well as
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follow-ups on college alumni. The data should be compiled in a yearly
State of the College Report and shared with faculty and staff. The Report

should be discussed at staff development workshops and faculty department
meetings and used to improve and modify mechanisms that facilitate student
learning, retention and tran:sfe_r.

The colleges should issue a yearly 'i‘ransfer Student Catalog or brochure
which includes a step-by-step guide to transferring, a description of the
difference between entering a general education and vocational-technical
track, an explanation of options for college-level work, financial aid
opportunities, a list of state universities and major programs of study, a
list of courses thnt transfer to selective universities, and examples of GE
requirements, among others. The catalog should include photos of Hispanics
studying, visiting universities and interacting with faculty and staff.
The cclleges should consider whether to make the catalog available in a
bilingual formet so that Hispanic students can share it with their parents.
Similarly, a film or video ahout transferring should be developed and built
into orientation courses.

The colleges should inplement a Faculty Transfer Mentor Program. Selective
faculty would be pa.ired with students :declaring transfer majors to provide

advice and support throughout the si_:udents' tenure at the institution.

Faculty mentors could help students setz:, reconsider and assess their goals;

provide students w:ith information about campus activities and resources;
heip students =select courses for their chosen field of study; assist
students to network with ~ther transfer students; and help students take
responsibility for their aducational experiences

An Hispanic Fomen's Center should be set up. in every college staffed by

B Wit
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bilingual counselors. The Center should host college awareness and
financial planning days fcr women and their parents. Every efforé should
be made to inform, educate and encourage Hispanic parents to support their
daughter's choice of attending college or 1leaving their hometown to
transfer. Women faculty could volunteer to serve as mentors for Hispanic
women.
All BOC institutions should implement a Transfer Center modelled around
those developed in California. The Transfer Ceucer should serve as the
central location for transfer students to get counseling, information and
assistance about every phase of the transfer process.
fﬁe colleges should develop an Honors Transfer .Program modelled after
cluster learning communities that incorporate elements that foster academic
and socfal integration, such as cluse faculty/student contact, peer support
systems, high expectations and parental involvement. Th2 project would be
a block px:ogram built around .2 common major, such as edticatic;n or business
where students could be taking classes to fulfill their GE requirements.
Each college should develcp a Financial Aid and College Awareness Program.
Its purpose woul¢ be to involve the Hi'spanic. family in education--its
importance and benefits. Stuueats and parents should be assisted to
explore options in the world of work and in the higher education systea.
Furtbher, financial aid opportunities should be presented. Bilingual
counselors should help students and their parents deal with the trauma of
leaving home to transfer to distant universities. Finally, financial
planning should be incorporated to help students and their parents budget
their money and understand the pros, cons and consequences of selecting

grants, loans, work-study and scholarships.

171
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The colleges should implement an Academic Partnership Program. Its purpose -
would be to involve English, reading and math faculty in each of the three
tiers (public schools, community colleges and senior institutioms) in

activities designed to promote effective intersegmental cooperation and

(WE BN BN am Ee
®

articuiacion. Activities should inciude comparing, contrasting, and

revising course syllabi, comparing students expectations and assessment

practices, sharing effective practices and meshing GE requirements.

9. Each college should consider developing a ‘Cooperative Research Internship
Program. We recognize that most school and community colleje faculty and
administrators are not‘ academic researchers, and that funds for
institutional research are in short supply. With this .n mind, we
recommend a Cooperative Research Internship Program which would link a
commnity  college with graduate doctoral students from a nearby university.
The focus of this program would be to provide doctoral istudents with
opportunities to -conduct institutional research in a community college
setting and to provide a vehicle by which non-research institutions can
obtain reliable information about students and institutional outcomes.

10. The colleges shoiuld review and revise the goals of their Affirmative Action

Policies, particularly in -1nst1tution.s where few Hispanic faculty and staff

are available. Every effort should be made to recruit and hire Hispanic

professionals who can serve as role models and encouragement agents for

Hispanic students.

11. A Faculty Developixont Projram should be instituted with the following i
components: 1) workshops to train Hispanic and white faculty to serve as
mentors for <‘ransfer students; 2) workshops to train faculty to 'teach

v - 3 LRI 3E [ TR Ay e g 2 " b e - Ch b »

multicultural sivdents with basic skills deficiencies 3) assessment
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workshops to help faculty move beyond excessive reliance on quick-score,
objective tests, to help faculty develop appropriate assessment 1ns.trunents
and to assist faculty to use, interpret and develop tests as well as to use
assessment information to improve the teaching and learning process.

A College Program Evaluation Project should be a part of each BCC
instituticn. Its purpose would be to assess the ef.fecti‘;eness of special
projects such as Transfer Centers, Remedial Studies Programs, Tutorial
Labs, among others. Research-based information is needed to pi'ovide
empirical information that accoux;ts for the '"success" of these projects--
the factors that make the programs work and the condition® on which
programs can be made effective.

The colleges should develop a community-based program to inform citizens
about the importance of earning college degrees, the benefits of hiéher
edication and financial aid opportunities. For example, a week-long
program, Semana Colegial, (College Week) could be developed. This week

would be set aside for community college faculty, counselors and students
to meet with people in barrios, churches and commu.dty-based organizations
to discuss college opportunities.

In South Texas, an Articulation Task Force involving the .wo pairs of
institutions should be ifommed, including faculty, administrators .nd
courselors from the conmunity coilege and upper-level- institutions. The
purpose of the task force would be to establish guidelines to facilitate
student transfer, to arrive at a means to mesh GE requirements, and to

establish a common sat of expectations for transfer students.

Recommendations for State Agencies

1.

In Texas, the Ccordinating Board should conduct ar evaluation of the
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effectiveness of the relationship existing between the community colleges °
and upper-level institutions in South Texas. Of paramount considera-.tion is
whe*her students are finding true opportunities to initiate and complete a
four-year program of study and whether upper-level institutions have encugh
resources to implement a high quality program of study, particularly ‘or
Hispanic students. If more barriers than oppertunities exist, the state

should consider merging both institutions to create & coberent, systemic,

high quality system whereby students can fake advantage 61’ baccalaureate

opportunities.

The states should take a more proactive role in providing leadership with
regard to improving transfer opportunities for Hispanic and other minority
states could declare a 'fear of the Transfer

students. For example,

Student,” or '"Year of the Minority Student,” require that four-year

institutions send community colleges reliable data on the- number of
students who transfer and their scademic progress, conduct studies of
transfer students in their state, and promote intersegmental collaboration.
State agencies should develop policy th-at allows for the creation of a

common number System such as a social security number to facilitate

tracking student flow among the sectors.

State agencies should conduct longitudinal studies of students as they flow.
through the educational pipeline. Studies which disaggregate data by
gender and ethnicity, are needed to assess student retention rates at each

and - student achievement

institutional 1level, student transfer rates,

(degrees earned, GPAs, etc). Data shoule be available to document the
factors that impede or enhance the flow of studeats.

State agencies should consider awarding incentives to collegiate
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institutions which demonstrate extraordinary success retaining minorities

and facilitating successful transfer.
In collaboration with higher education system representativeé, states

o

should review and re-formulate funding formulas to ensure that
appropriations are distributed adequately and fairly. Special attention
sihould be given to two-and four-year institutions which are situated in
 economically depressed regions and which enroll large numbers of minority
students. ]

7. On & yearly basis, states chould assess and evaluate the effectiveness of
new reforms such as high school graduation, and college admissions
fequi.rements as well as test policies and their impast on minority student
population.

A, Comprehensive Model For Improving Student Transfer Opportunities In Community

Colleges |
Transfer is a complex, multidimensional issue. It is tied fo student

recrui‘ment, «chievement, retention and intersegmental collaboration. It

requires attention to teaching and learning, student and academic support
services, assessment, financial aid, intersegmental collaboration and research
as well as understanding: and add~essing nultiple barriers to student learning,
persistence and transfer. These complexities often make it difficult for
commnity colleges to plan, design and effect reforms. For this reason, we have
dnsigned a Comprehensive uodel For Improving S*udent Transfer Opportunities In

Commnity Colleges that focuses on three dimensions which conceptualize student

flow through the educational system. 'They include the following:

1. Bringing Students In: Opening the Door of Opportunity. At the entry
level, mechanisms that facilitate access into the educational system are
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needed. Many of th:m have already been designed by most colleges:
recruitment, financial aid, orientation, advisement and counseling, and
registration. To these critical services, we add the following:

o Transfer Faculty Mentors--assign students to faculty who will advise
Students on every phase of the transfer process throughout the
studeuts' tenure at the inctitution.

o] Financial Planning Seminars--covering topics such as how to budget,

financial aid opportunities an! selecting the best package of
financial aid.

o Transfer Ombudsman -- a person assigned to provide information and
assistance about transferring.

o  Catalog/Brochure/Video -~ "All You Ever Wanted to Know About
Transferring" might be an appropriate title for a vid<o or document
develored fucr transfer students.

0  Assessment of Prior Learnmg-'-facu'lty/counselors .should discuss

entering student test scores and clearly explain their consequences.

o Amend Mission Statement and College Catalog--to ensure there are

specific references to ‘transfer students and that information is
presented in a clear, concise, organized manner.

Keeping Students In: Making Access Count Once students enroll in college,

it will be necessary to design mechanisms that enhance achievement and .

retention. To the range of student and academic support services alread:
developed by most two-year colleges such as counseling and advisament,
tutorial centers, developmental studies and extracurricular activities, we
aud the tollowing practices:

o Reserved Sections of Course “or Transfer Students, including courses
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such as Human Potential and genersl education courses in Epnglish,
math, history, psychology and political science, among others. '

o  Special orientation for transfer students ‘

o Incentive Scholarship Program

o Transfer ﬁonors Program, patterned after cluster learniry communities
that foster zcademic .and social integration.

o) Faculty Orientation -~ to sensitize faculty to the characteristics,
needs and problems of transfer students. '

o Faculty Classroom Research Training -~ to help faculty develop
assessment instruments to mt_easure student learning and growth at the
entry, during and exit points of student eanrollment and to help
facul.ty evaluate the effectivenesss of their own teaching.

o Year of the Transfer Student -- to permit a specialized focus on what
the institution can as to promote transfer opportunities for students.

o Intersegmentai Collaboration -- communitr college faculty should host
meetings with other school faculty to compare texts, syllabi, tests,
content, curricula and expectations as well as arrive at means to mesh
GE requirements.

Moving Students on: Getting Students Beyond the Open Dcor. The successful

flow of students from two- to four-year colleges is critical to the
transfer process. Often, conimnity colleges devote less time to students
near the end of their enrollment, even though it is 4 time that transfer
students reed support, encouragement and follow-up as they experience the
trauma of leaving one college to enter another. To facilitate student
flow, we recommend the following: .

o Exit Interview--with either a counselor uor a Faculty Transfer Aentor
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to ensure that students are 2rmed with sufficient ipformition. to meke
the successful transition and have completed all course requ-irements
and application forms. '

o Alumni Advising-—formeir transfer students can be brought to community
college campuses to talk wiih students about housing, moving, and
expectations, cmong others. -

o Two- and Four-Year College Art¢iculation-~-the two tiers should be
involved in comparing academic standards and -expectations, exchanging
student information, recruiting transfer students and arranging
student tours of four-year college campuses.

Of course, institutions can be creative and add their own 1list of

activities to our model, and we encourage the. to do so. But we feel it is

important that institutions begin to address the transfei' issue in a systemic
manner, and we believe our plan provides a preliminary mcdel that ~an be
incorporated in multiple commnity college settings.

Conclusion

In sumary, it neither behooves nor benefits the BCC institutions to
neglect, trivialize or diminish the transfer function. The most critical
challenge for these institutions in the rext decade is to provide demoastrable
evidence that the numbers of Hispanics -and othler minorities transferring to
other institutions is significantly rising. This will require renewed attention
to the collegiate function. Further, to maintain the integrity of +the
collegiate function will require strong leadership on the part of sctate leaders,

two-and four-year college presidents, and school principals and superintendents;

faculty commitment to high standards of teaching and learning; an openness to
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new ideas and reallocation of funds and resources. Most colleges are trying to
ccpe with the needs of diverse students, but crying is no longer enough. It is
time for a renewa. of conmunity colleges, for introspection, for the reform of
policies and practices designed to promote student achievement, retention and
transfer and for f‘enewed, enforced commitment to the needs of Hispanics and .
other minorities. At stake is far more tha.n the colleges' integrity in the
lineage of postsecondary institutions. To all:w the excessive drainage of
Hispanics and other minorities, is to create a dearth of - uman capital needed to
kelp sustain the country's social, economic and pulitical tuture. 7o neglect
abysmally low student retention and transfer rates is to coatribute to the
perpetuation of social injustice and inequity. To ignore the dramatic
porualation shifts in the Southwest is not only to csncel or defer the hopes and
dreams of _new peoplgs, but to put access and opportunity in crisis. _In short,
from a political, academic and mora]: perspective, the border colleges haw;e no ‘

.choice hut to make access meaningful, to generate demonstrable student outcomes

and to provide a high-quality collegiate program of study for the students they

were created 1o serve.
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Form I

STUDENT ENROLIMENT DATA BY ACADEMIC YFRAR

~

Instructions: Please provide the data for each of the following categories by
years. If you lack data for any category, please mark NA (not available) in the
appropriate space. :

£

ey g CRRCad mecy S LRI e VT
. PEEE L g SO

Data Type Fall 1983 Fall 19684 Fall 1985

Total Students
Male
Yemale
White
Hispanic
Black
Asian

Native American
Other

2,
s e .

Mean Age
Full-Time
Part-Time

~
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FORM II

‘.
A

ASSOCIATE DEGREE RECIPIENTS

College:
Contact Person:_

Telephone Number:

Address:

Instructions: Please complete the total aumber of associate degree recipieuts

for the academic year indicated and stratify by gender and ethnicitr. If you N
lack data for any catego.y, please mark NA (not available) in the apprcoriate

space.

1983 - 1984 Academic Year
Total Number of Asscciate Degree Recipients

{
i

< A K " s (s aonc) ’ e ere o g
A 4 ) i S LSS S 3 N ~ priaa
£y
S . X ]

",{f At b a i \ore

Male Female White Hispanic Black Asian Native American Other Total

LAl iy

1984 - 1985 Academic Year
Total Nurber of Associate Degree Recipients

v
N

Ky

A

Male Female White Hispanic Black Asian Native American Other Total

L i IO P A el v S CA TR 7YY e
- >

EMLY PSR Y

19685 - 1986 Academic Yeur .

Total Number of Associate Degree Recipients
Male Female White Hispanic Black Asian . Native American Other Total

—
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FORM III

-GOCHTSE COLLEGE STUDENT TRANSFERS 10 SENIOR INSTITUTIONS

Contact Person:
Telephone Number:
Address:

Instructions: Please complete the total number of transfer students for each
academic year and stratify by gender, ethnicity, age and enrollment status. If
you lack data for any category, please mark NA (not available) in the :
appropriate space.

. Academic Year
Gender/Ethnicity ) ,
t Status 1983-1984 19841985 1985-1966 Fall 1986

White:

Total Students

Aale

Femsle

Full-Time

Part-Time

Mearn age

Hispenic:

Total Students

Male

Female

Full-Time
" Part-Time

dean Age

Black:

Total Students

Male

Female

Full-Time

Part-Time

Mean Age

Total Students
Male :

Female.

Full-Tiwe

Part-Time | .

Mean Age

Native American:

Total Students

Male ‘

Femle

Full-Time

Part-Time

MeanAg_e
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. Academic Year

Gender/Ethnicity
t Status 19683-1984 1984-1985 1985-1966 Fail 13986

Other:

Total Students

Mal

Female

Part--time

‘Mean Age

Instructions: Please indicate the total number of students who transferred to
the institutions listed below. If you lack data for any category, please mark
NA (not available) in the appropriate space.

Academ;g Year Ui ASU Other

Total Transfers
1983-84

Total Transfers
1984-~-85

Total Transfers
1985-86

UA = University of Arizona
ASY = Arizona State University

Please answer the questions below:
1. What kKinds of information does your institution send to senior

institutions, i.e., student transcripts, catalog, student profiles, other
data, etc.? ’

2. What kinds of iaformation does your institution receive from senior
institutions, i.e., student GPAs, transcripts, catalog, course numbering
system, coursw descriptions, e*c.?




FORM III
SOUTHWESTLRN COLLEGE STUDENT TRANSFERS TO SENIOR INSTITUTIONS

O

+ SN - Loy
- - - ’

Contact Person: | .
Telephone Number:
Address:

Instructions: Please complete the total number of transfer students for each
acedemic year and stratify by gender, ethnicity, age and enrollment status. If
you lack data for any category, please mark NA (not available) in the
appropriate srace.

Academic Yeer

Gender/Ethaicity - -
Age/Enroliment Status 1983-19684 19684-1985 1985-1986 Fall 1986

White:
Total Students
Male
Female . <
Full-Time
Part-Time
Mean Age

Hispanic:
Total Students
Male
Female
Full-Time
Part-Time
Mean /ge

Black:
Total Students t
Male
Fauale
Full-Time
Part-Time

. Mean Age

Agian:
Total Students
Male
Female
Full-Time
Part-Time
JMean Age

Native American:
Total Students
Male
Female
Full~-Time
Part-Time
Mesan: Age
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Academic Year

Gender/Ethnicity
é‘g[hrollmt‘ St=28 1983-1984 1984-1985 1985-1986 Fall. 1986

Other:

Total Students

Male

Famle

Full-Time

Part-time

Mean Age

Instructions: Please indicate the total number of students who transferred to
the institutions listed below. If you lack data for any category, please mark

NA (not availabla) in the appropriate space.

Academic Year SOSU 0C-SD U(LA UC-Berkeley Other

Total Transfers ]
1983-84 -

Total Transfers -

1984-85

Total Transfers _
1985-86

SDSU = San Diego State

UC-SD = Univ. California (San Diego)
UCLA = Univ. California (Los Angeles)
UC. = Berkeley

Please answer the questions below:
1. What kinds of information does your institution send to senior

institutions, i.e., student transcripts, catalog, student profiles, other
data, etc.?

2. What kinds of informatic. .does your institution receive from senior
institutions, i.e., student GPAs, transcripts, catalog, course numbering
system, course descriptions, etc.?

LA
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UNIVERSITY OF SOUTH CAROLINA

COLUMBIA,S.C. 29208

COLLEGE £~ =LUCATION

Department of Educational Leadership & Policies

Ford Southwest Transfer Education Research Project
Faculty Questiomnaire

Your college is participating in a study of six community colleges in
Texas, Arizona and California. Conductad by the University of South farolina
under a grant from the Ford Foundation, the study_is concerned with a.ademic and ,
administrative policies and practices related to the transfer function. For ‘
this study, Transfzr Function signifies all institutional functions involving
the preparation of students to transfer to four-year colleges -and universities.

Al1l information is treated as confidential and at no time will your answers
be singled out. Furthermore, the information gathered through this instrument
is not connected to funding decisions made by the Ford Foundation.

Even though the Survey may appear rather long, it only takes 20-30 minutes
to complete. Your candid responses will be very helpful, and we appreciate your
efforts ir completing the questicnnaive.

Thanx you.

Your college's class schedule indicates that in Spring, 1987, you are
teaching:
(Course) {Section)

Campus Name:

If this class was assigned to a different instructor, please allow that
person to complete this survey.

If this class is not being taught this term, return the uncompleted survey
form to your campus coordinator.

1. Which one of the following categories best describes this class?
(Check only one)

< P > DI SR R M M e E T A Ao DI S ey sk i bt i o " "
M S ALty ko (2T e by uos B
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Remedial/Developmental e
" "Introductory/General :

Intermediate

Advanced

(AL

v
The University of Soutn Caralina: USC Aiken: USC Salkehaichie, Altendate; USC Beaufort: USC Columbia; Coastal
_Carolina College, Conway; USC Lancaster: USC Spartanburg; USC Sumter; USC Unior; and the Military Campus.




Ford Southwest Faculty Survey
Page 2

2.

Is this course eligible for transfer to four-yeair colleges and

universities?

Yes, to all senior institutions No, it does not transfer

Yes, but only to some senior I don't know if this course

institutions is eligible for transfer
For the students in your class, do you have information on (Check the items
that apply) C e L

Yes No

Scores on basic skills tests

(e.g., reading, math, writing) -

Degree aspirations of students

The number of hours they are employed - -

The number planning to transfer

When students are failing this course, do you suggest that they:

Yes Yo
Talk to a counselor ~ —_—
Get tutorial assistance — —_—
Make an appointment to speak to you - —
Drop the course —_— —

Other: I suggest they:

In the last five years, have you compared any of the following with similar
materials used in four-year colleges and universities?

Tried to but
could not get
Yes Yo the inTormation

The syllabus for this course with
the syllabi of equivalent courses?

The textbooks of this course with
textbooks used in equivalent courses? . .

The exams given in this course with
those given in equivalent courses?

The assignments required for this
course with those given in equivalent
courses? .

o4
154
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Ford Southwest Faculty Survey
Page 3 A

6. To what extent is the content of your course influenced by what is taught
in. four-year colleges?

A great deal A Tittle

Somewhat Not at all.

7. What percentage or the final jrade in this class is Sased on:
% Papers written outside of class

% Papers written in class

aR

Quick-score/objeztive tests

# Essay exams
%

Class participation

Other (Specify )

-

100%

o]
.

Is regular attendance required in this class?

Yes No

————

If yes, what do you do about students who miss more than two class
meetings?

—__ Nothing

____LCall their home or send a note

___Notify registrar/counselor/dean of students
____Ask fellow student to investigate -

Other (pleasa specify)
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9.

10.

11.

12.

Southwest Faculty Survey
4

Please indicate how often you engage in the following activities.

. Frequently Occasionally Never
Meet students during office hours

e, sno—

Have coffee or lunch with students

Invite students to your house ~

Lend books to students

Advise students on their personal
problems

Discuss student applications for
transfer to a four-year colelge

Advise students on course selection
prior to registration

Participate in orientation sessions
for new students

How many textbooks are required for your course?

0 1 2 3 4 or more

Approximately how many pages of reading are required for students in your
course?

0-100 500-700
100-300 700-900
300-500 over 900 pages

How often do you do the following?
1 = Frequently; 2 = Occasionally; 3 - Never

a. Require additional readings in outside
reference materials 1 2 3

b. Hand out a course syllabus and discuss
it in class 1 2 3

¢. Provide supplementary materials
in class 1 2 3

d. Ask students to interpret or summarize
extended prose 1 2 3




DGt
v oV

ik i rasa

Ford Southwest Faculty Survey
Page 5

13.

e. Ask students to complete a library
assignment 1 2 3

f. Ask students to take an essay
examination . 1 2 3

g. Ask students to take a quick-score,
objective exam 1 2 3

h. Ask students to solve or .inalyze a problem
that requires critical thinking skills 1 2 3

i. Ask students to analyze, synthesize or .
evaluate information from taxts or lectures 1 2 3

j. Ask students to complete extra reading or
writing assignments outside of class 1 2 3

k. ~Assign a term paper i 2 3
How confident are you that your students can perform the following skills?

1 = Very Confident; 2 = Confident; 3 = Somewhat Confident;
4 = Mot Confident at all.

a. Read English - 1 2 3 4
5. Write in English 1 2 3 4
c. Express themselves orally

in English 1 2 3 4
d. Summarize major points from a book 1 2 3 4
e. Spend a concentrated period of

time studying 1 2 3 4
f.  Work on problems or assignments

that require problem solving or

critical thinking skills 1 2 3 4
g. Learn on their own 1 2 3 4
h. Understand course reading .

assignments 1 2 3 4
i.  Interpret charts and graphs ' 1 2 3 )
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14.

Southwest Faculty Survey

”~

o
J. Read Spanish 1 2 3 4
k. Write in Spanish 1 2 3 4
1. Express themselves orally

in Spanish ) 1 2 3 4

In the past three years, approximately how many times have you engaged in
the following activities?

More than 2-3

three times times Never
Arranged student visits to four-year
colleges :

Invited a professor from a four- year
college to speak in your class about
transfer

Served as a member of a committee to
develop articulation agreements with
four-year colleges

Written letters of recommendation for
students transferring to four-year
colleges

Followed-up on individual students
who transferred to four-year colleges

Below you will find statements expressing different attitudes about
community colleges. Please indicate the extent to which you agree or
disagree with each of the statements by circling the appropriate response.
(Circle one response per item).

1 = Strongly Agree; Z = Agree; 3 = Neutral; 4 = Disagree; 5 = Strongly Disagree

The students who seriously intend to obtain the
baccalaureate should begin their collegiate .
experience at a four-year college, 1 2 K 4

Transfer students can get a better start toward the
baccalaureate at a community college because of the
greater interest in their program 1 2 3 4

18
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Ford Southwest Faculty Survey
Page 7

c. No particular cwiricular function should ever be

dominant at a community college.

d. Community education enhances the transfer function
because it attracts more students to the college.

e. The primary function of the community college
should be to prepare students for transfer to
four-year colleges or universities.

f.  Students who begin at community colleges have as good
a start toward the baccalaureate degree as those
who b <n at four-year colleges and universities

g. The community coll.:ge should devise special programs
for Hispanics and other minorities to help
them transfer. .

h. Hispanic students on this campus have the same
academic problems as all students and should be
treated the same. )

i. Compared to other students on this campus, Hispanic
students lack the motivation to transfer.

j. Compared to other students on this campus, Hispanic
students lack preparation in basic skills required
to transfer.

k. First-time freshmen in community colleges should
be encouraged to earn, at the very least, the
baccalaureate degree.

1. What should be emphasized in community college is
the value of the associate degree, not the
baccalaureate.

m. Transfer education should be this college's most
important function.

n. The transfer education function at this college
should be co-equal with occupational education.

0. This college would serve its community better if
transfer education were de-emphasized.

p. Students intending to transfer should be given
more assistance than those seeking job skills.

~N




Ford Southwest Faculty Survey -
Page 8

q.

r.

16.

17.

18.

19.

Students seeking job skills should be given more
assistance than those intending to transfer. 1 2 3 4 5

The best indicator of a community college's
effectiveness is the proportion of its freshmen who
go on to earn a baccalaureate. 1 2 3 4 5

Compared to four-year colleges and universities, how would you characterize
the academic rigor of this community college?

More rigorous
About the same rigor
Less rigorous

Compared to ten years ago, would you say this college's performance of tha
transfer function is:

—___Better . _.Same —___Worse

Transfer function at this college is

—__More important than occupational/technical programs.
___As important as occupational/technical programs.
—_Less important than occupationa]/technicq1 programs.
— . Not sure how important it is.

What is the highest degree you presently hold?

—___None

___Associate

. Bachelor's

Master's

Doctorate
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Ford Southwest Faculty Survey
Page 9

20.

21.
22.
23.

24.

in academic and administrative practices and policies.
changes has to come from the college community as well as from policy makers at
Please indicate any steps you think the faculty, college

the state level.
administration, or state level policy makers could tzke to strengthen the

Toward what kind of advanced degrz2e are you currently working?

None

_____Master's

___Doctoral degree

Are you: ____TMale . Female
What is your year of birth? 19__
What is your racial/ethnic background?

_White/Caucasian
Mexican American
American Indian/Alaskan
Black/Afro-American
Puerto Rican
QOther Hispanic
Asian/Pacific Islander
Filipino
Other (specify)

How-many years have you taught?..

In high school ar lower level ____ years
At any college ____years
At this college ____Yyears
At this college, are you considered to be a:

Full-time faculty member

Part-time faculty member

The transfer function of community college can be improved through changes

transfer function.

e FACULTY could:

The leadership for these
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Ford Southwest Faculty Survey
Page 10
The ADMINISTRATION could:
A.
8.
c.
The STATE could: \ ~ i
A, |
8.
c. -
IMPORTANT INSTRUCTIONS
Thank you for completing this survey. Please seal the completed
questionnaire in the ‘envelope that is addressed to the project facilitator on
your campus and return it to that person. The facilitator will forward the

sealed envelspe to the University of South Carolina.

We appreciate your participation in this project.

2072
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TEXAS COORDINATING BOARD

SITE VISIT

Conducted by

Dr. Laura X. Rendon
Project Director
Ford Southwest Transfer Education
Research Project
University of South Carolina

April 27, 1987
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SITE VISIT
TEXAS COORDINATING BOARD
Chief Executive Officer

1. Overview of state structure for providing and financing higher education. |

2. History of state board involvement in activities related to minority
achievement and transfer education.
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3.

State level planning objectives or institutional incentives designed to
promote minority student achievement and transfer to senior institutions.
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4. Inquiries or interventions from executive or legislative branches of state
government aimed at improving minority student »narticipation, retention and -
transfer. :

5. Perceptions of institutional practices that have been effective in
promoting transfer from two- to four-year institutions.




6. Most important remaining barriers to minority student achievement and
successful transfer. .

7. Reform of higher education legislation. Potential impact on minority
students.
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Notes on meeting with Chief Executive Officer.
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Deputy Commissioner/Academic Officer

1. Overview of state funding policies and initiatives for increasing m1nor1ty
students' access and retention in postsecondary education.
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2. Perceptions of institutional practices that have been most effective in
pramoting student transfer from two- to four-year institutions. .
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3. Most important remaining barriers to minority student achievement and
successful transfer.
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4.

Notes on meeting with Deputy Commissioner/Academic Officer.
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Officer Responsibie for Analytical Studies/Student Retention

1. Description of state higher educatica system with particular emphasis on
the mission, scope and fuading ¢! the institutions being studied.
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2. Planned or available studies of student persistence, flow between and among
institutions and degree achievement, especially where information is
available by ethnicity.

3. State planning objectives and analytical data on achievement and transfer.
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Effect of state reform and initiatives (such as changes in admission
standards or imposition of placement tests) on number of minority students
enrolled or distribution among types of institutions (i.e. are more
enrolled in community colleges and fewer in state universities).
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5. Notes on meeting with officer for amalytical studies/student retention.
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Chief State Financial Aid Administrator

1. State plan for providing financial assistance to students with special
emphasis on the needs of minority students.
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2.

State's effectiveness in achieving objectives related to minority student
participation and achievement, and completion of the baccalaureate.
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3.

Notes on meeting with Chief Financial Aid Administrator
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1.

Administrator for State Universities

Description of governing board organization and responsibilities for each
sector.
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2.

3.

Mission and scope of the study colleges. How does the system differentiate
the study colleges from other institutions in the sysiem?

Concerns about minority student achievement, particularly with regard to
completion of the baccalaureate.

19
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4. Special initiatives for promoting minority student participation,
achievement and transfer.
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5. Perceptions of reasons why the study colleges have been successful in
graduating a significant number of minority students.

6. -To what éxteﬁt are the practices or conditions.that-account for the success
of the study colleges in producing minority graduates transportable to
other units of the system? To other systems?
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7. System studies of student persistence and degree achievement disaggregated
by ethnicity.
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8. Notes on meeting with Administrator for State Universities
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1.

Administrator for Community Colleges

Description of governing board or
sector.

ganization and responsibilities for each

i ——rm wee mm.
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2. Mission and scope of the study colleges. How does the system differentiate
the study colleges from other institutions in the system?

3. ‘“Concerns about minority student achievement, particularly with regard to
completion of the baccalaureate.
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4. Special initiatives for promoting minority student participation,
achievement and transfer.
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6.

Perceptions of reasons why the study colleges have been successful in
graduating a significant number of minority students.

To what extent are the practices or conditions that account for the success
of the study colleges in producing minority graduates transportable to
other units of the system? To other systems?
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7.

System studies of student persistence and degree achievement disaggregated
by ethnicity.




8. Motes on meeting with Administrator for Community Colleges.
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FORM III

IMPESTAL VALLEY COLLEGE STUDENT TRANSFERS TO SENIOR INSTITUTIONS

Contact Person:
Telephone Number:
Address:

Instructions: Please complete the total number ot transfer students for each
academic year and stratify by gender, ethnicity, age and enrollment status. If
you lack data for anmy category, please mark NA (not available) in the
appropriate space.

Gender/Ethnicity :
Age/Enrollment Status 1983-1984 1984-1985 1985-1986 Fall 1986

White:

Academic Year )

Total Students -

Male

Female

Full-Time

Part-Time

Mean Age

Hisptnic:

Total Students

Male

Female

. - Full-Time

Part-Time

Mean Age

Black:

Total Students

Male

Female

Full-Time

Part-Time

Mean Age

Asian:

Total Students

Male

Female

Full-Time

Part-Time

Mean Age

Native American:

Total Students

Male..

Femz'le

Full-Time

Part-Time

Mean Age
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Academic Year
Gender/Ethnicity
1lment Status 1983-1984 19841985 1985-19686 Fall 1986

Other:

Total Students

Male

Femle

Full-Time

Part-time

Mean Age

Instructionsg: Please indicate the total number of students who transferred to
the institutions listed below. If you lack data for any category, please mark
NA (not available) in the appropriate space.

Academic Year SDSU UCSD UCLA UC-Berkeley Other

Total Transfers
1983-84

Total Transfers
1984-85

Total Transfers
1985-86

SDSU = San Diego State

UC-SD = Univ. California (San Diego)

UQA = Univ. California (Los Angeles)

1.¢ = Berkeley . -

Please answer the questions below:

1. VWhat kinds of :nformation does your institution send to senior
institutions, i.e., student transcripts, catalog, student profiles, other
data, etc.?

2. What kinds of information does your institution réceive from senior
institutions, i.e., student GPAs, traunscripts, ca{alog, course numbering
system, course descriptions, etc.?

O
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FORM III
ARIZONA WESTERN OOLLEGE STUDENT TRANSFERS TO SENIOR INSTITUTIONS

Contact Person: -
Telephone Number:
Address:

Instructions: Please complete the total number of transfer students for each
academic year and stratify by gender, ethnicity, age and enrollment status. If
you la' k data for any category, please mark NA (not available) in the
appropriate space.

Academic Year
Gender/Bthnicity :
Age/Enroliment Status 1983-1984  1964-1985  1985-1986  Fall 1986

White:

Total Students -

Total Students

Male
Female

Full-Time
Part-Time

Mean Age

Black:

Total Students

Male

Femle

Full-Time

Part-Time

Mean Age

Asian:

Total Students

Male

Femle

Full-Time

Part-Time

Mean Age-

Native American:

Total Students

Male

Femle

Full-Time

Part-Time

Mean Age
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Academic Year
Age/Enrollment Status 1983-1984 1984-1985 1985-1986 Fall 1986

Gender/Ethnicity

Other:
Total Students
Male
Female
Full-Time
Part-time
Mean Age

Instructions: Please indicate the tutal number of students who transferred to
the institutions listed below. If you lack data for any category, plzase mark
NA (not available) in the appropriate space.

Academic Year UA ASU QOther

Total Transfers
1983-84 ~

Total Transfers
1984-85 :

Total Transfers
1985-86

UA = University of Arizona
ASU = Arizona State University

Please answer the questions below:
1. What kinds of information does your institution send to senior

institutions, i.e., student transcripts, catalog, student profiles, other
data, etc.?

2. What kinds of information does your institution reczive from senior
institutions, i_e., student GPAs, transcripts, catalog, course numbering
system, course des~riptious, etc.?
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FORM III
TEXAS SOUTHMOST COLLEGE STUDENT TRANSFERS TO SENIOR INSTITUTIONS

Contact Person:
Telephone Number:
Address:

P

Instructions: Please complete the total number of transfer students for each
academic year and stratify by gender, ethnicity, age and enrollment status. I
you lack data for any category, please mark NA (not available) in the
appropriate space.

: Academic Year
Gender/Ethnicity
Age/Enrollment Status 1983-1984  1984-1985  1985-1986  Fall 1986

White:

£

Total Studepts - !

Male

Femle

Full-Time

Part-Time

Mean Age

L
Hispanic:

Total Students

Male

Female

Full-Time

Par¢-Time

Mean Age

Black:

Total Students

Male

Female

Full-Time

Part-Time

Mear: Age

Asian:

Total Students

Male

Female

Full-Time

Part-Time

Mean Age

Native American:

Total Students

Male

Female

Full-Time

Part-Time

Mean Age
\‘l £
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Academic Year

Gender/Ethnicity
Age/Enrollment Status 1983-1964  1984-1985  1985-1986  Fall 1986

Other:

Total Studeiits

Male

Femle

Full-Time

Part-time

Mean Age

Instructions: Please indicate the total number of students who transferred to
the institutions listed below. If you lack data far any category, please mark
NA (not available) in the appropriate space.

1.
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Academic Year PA-B PA-E A% Wr-A ASM U-H UT-SA
Total Transfers
1983-84
Total Transfers
1984-85
Total Transfers
1985-86
PA-B = Pan American (Brownsville) ABM -= Texas ARM - .
PA-E = Pan American (Edinburgh) U-H = Univ. of Houston

A%XI = Texas A%I- (Kingsville) UT-SA = Univ. Texas (San Antonio)

Please answer the guestions below:

What kinds of information does your institution send to senior
institutions, i.e., student transcripts, catalog, student profiles, other
data, etc.?

What kinds of information does your institution receive from senior
institutions, i.e., student GPAs, transcripts, catalog, course numbering
system, course descriptions, etc.?
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&




N S R D Em =

i

'I

) v - Ny L] Higdtn) S e v e

FORM III
LAREDO JUNIOR COLLEGE STUDENT TRANSFERS TO SENIOR INSTITUTIONS

Contact Person:
Telephone Number:
Address:

Instructions: Please complete the total .number of transfer students for each
academic year and stratify by gender, ethnicity, age and enrollment status. If
you lack data for any category, please mark NA (not available) in the
appropriate space.

Gender/Ethnicity : :
ége/&lrollllmt Status 19831984 1984-1985 1985-1986 Fall 1986

Acadenic Year

White:

Total Students

Male

Female

Full~Time 0

Part-Time

Mean Age

Hispanic:

Total Stuqents

Male -

Female

Full-Yime

Part-Time

Mean Age

" Black: -

Total Students

Male

Female

Full-Time

Part-Time

Mean Age

Asian:

Total Students

Male

Female

Full-Time

Part-Time '

Mean Age

Native American:

Total Students

Male

Female

Full-Time

Part-Time

Mean Age
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Academic Year
Gender/Ethnicity
Age/Fnrcllizent Status 1983-1984  1984-1985  1985-1986  Fall 1986

Other:

Total Students

Male

Female

Full-Time

Part-time

Mean Age

Instructions: Please indicate the total number of students who transferred to
the institutions listed below. If you lack data for any category, please mark
NA (not available) in the appropriate space. . *

Academic Year ISt AXT SWT Ur-4  ASM U-H UI-SA  PA-E

Total Transfers

1983-84
Total Transfers
1984-85
Total Transfers
1985-86

PA-B = Pan American (Brownsville) A%M = Texas ASM

PA-E = Pan American (Edinburgh) U-H = Univ. of Houston

= Univ. Texas (San Antonio)

A% = Texas A%l (Kingsville) UT-SA
Piease answer the questions bclow: |
1. What kinds of informatiion does your institution send to senior

institutions, i.e., student transcripts, catalog, student procfiles, other
data, etc.?

2. What kinds of information does your institution receive from senior
institutions, i.e., student GPAs, transcripts, catalog, course numbering
system, course descriptions, etc.?
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SITE VISIT .
COMMUNITY COLLEGES

Conducted by

Dr. Laura I. Rendon
Project Director
Ford Southwest Transfer Education
Research Project
University of South Carolina

February 9, 1987
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Interview with College President

Priority given to minority student access and achicvement. Approicimately

wkat percent of students initially declare they intend to transfer? Whao
percent actually transfer?

Priority given to the transfer function. Is there a full-time person that
deals with retention/transfer?

Internal and external barriers, to minority student achievement and
transfer. Policy decisions needed to reduce barriers.

What is the relatiomship between the academic program aad counseling and
student support services programs?
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5. Community college policies, practices or services which have been -effective
in contributing to minority student achievement, graduation and transfer. .
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6. Future college initiatives, strategies and policies for achieving
priorities related to recruitment, retention and successful transfer of _
minority students.

7. Name of person or contact at system or state coordinating board level.
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Interview with Chief Academic officer

1. Priority given to minority student access and achievement.

2. Priority given to the transfer function. Which programs/individuals deal
with retention/transfer?

3. Internal and external barriers to minority student achievement and
transfer.

4. What is the relationship between the academic program and counseling and
student support services programs?
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5.

6.

Community college policies, practices or services which have been effective
in contributing to minority student achievement, graduation and transfer.

Future academic initiatives, strategies and policies for achieving
priorities related to recruitment, retention and successful transfer.
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7.

Articulation policies and mechanisms between the college and feeder high
schools and between the college and senior institutions.

a) Articulation with high schools

b) Articulation with senior instituticns
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Most important barriers tc developing articulation mechanisms.
a) Barriers related to high schools

b) Barriers related to senior institutions

0

¢) Barriers related to commnity college




9. Assessment of students at the during course of study, entry and exit
college levels.

10. How does the institution moniter student persistence and flow to senior
institutions? Approximately what percentage of students initially declare
on intent to transfer? Approximately how many actually transfer?

11. Fields or programs of study with the highest and lowest transfer rates.
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Interview with Director of Institutional Research

1. How institution monitors student persistence and flow to senior
institution. Approximately how many students initially declare they wish
to transfer? How many actually transfer?
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2. Problems related to defining transfer students and monitoring the flow of
students after they leave the college.
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3.

4.

5.

Planned or currently available studies of student retention, achievement
and transfer to senior institutions.

Descriptive information about institutional setting.

a) history and mission -

b) service area and clientele

Arrangements for corducting a survey of students, “faculty and counselors,
Spring, 1987.
Will need profile of faculty, administration and counseling staff.
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Interview with Director of Admissions

1. Admissions criteria.

2. Are students admitted in a differentially qualified category—if yes, under
what procedures or criteria?
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3.

Recruitment and orientation practices.

Recruitment (How much is financial aid a part of recruitme.t?)

Orientation
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4. How institution monitors the progress and transfer of students to senior

institutions.

5. Is there a correlation between the level of financial aid and student

persistence and transfer?
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5. Policies, programs and services most effective in contributing to the

|

1

recruitment and transfer of minority students. . |
|
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6.

Articulation policies between the college and feeder high schools and
between the college and senior institutions.

a) with feeder high schools

W

b) with senior institutions




7. Most important barriers to developing articulation mechanisms. What can
reduce barriers?

8. Most important barriers to minority student success and transfer.
reduce barriers?

a) within college

b) -external to college
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Interview with Director of Financial Aid

1. Sources of financial aid for minority students. Which source(s) 'is used
most often?

2. Procedures for application and awards.

»

3. Is there a correlation between the level of financial aid awa.rdnd and
student persistence and transfer to semior institutions?

260
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4.

Most important barriers to minority student achievement and transfer. What
may reduce barriers?

a) within the college

b) external to the college
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1.

Interview with Special Support Services Staff

Title of program: )
Purpose
How and to whom delivered

Implications for minority student progress to the baccalaureate
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4.

Interview with Special Support Services Staff
Title of program: o

Purpose

Bow and to whom delivered

Results

Implications for minority student progress to the baccalaureate
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Interview with Faculty

Priority college gives to minority studént access and achievement. -
Approximately what percent of students initially declare they intend to
transfer? What percent actually transfer?

Priority college gives to transfer educé.tion.

Internal and external organizational to minority student achievement and
transfer.

a) internal

b) external
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4. What community college policies, practices or services have been effective
in contributing to minority student achievement, graduation and transfer?
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5. What policies or practices coulé improve the flow of students to the
baccalaureate degree? .
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Interview with University Chief Executive Officer

Mission and priority given to transfer students and minority access and
achievement. Approximately ho:.' many transfer students complete the
baccalaureate? How many go on to earn graduate degrees?

Strategies for achieving priorities related to transfer students and
recruitment and retention of minorities. Is there a full time person ‘that
deals with retention and transfer?

Policies, programs or services perceived as most effective in contributing
to the successful transfer of students, retention and graduation of
minority students.

Barriers to minority student transler to senior institutions and ultimate
achievoment. of the baccalaureate after transferring:

a. Withip the university

b. External to the university




5. DPolicy decisions needed to reduce barriers.

6. Name of person or contact at system or state coordinating board level.

| \)4
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Notes with University Chief Executive Officer
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1.

2.

n

Interview with Chief Academic Officer
Academic strategies for improving minority stud-ant achievement.

Most effective policies, programs or cervices which contribute to the
successful transfer, retention and graduation of minority students.

Most important barriers to minority student transfer to senior institutions
and ultimate achievement of the baccalaureate aiter transferring.

a. Within the university

b. External to the university
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Articulation policies between the university and the community college.
Type of information exchanges between the two sectors.

Most importaat barriers to developing articulation mechanisms.

Assessment of students during course of study and entry and exit college
levels.

Fields or prograus of study with the highest and lowest transfer rates.
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8. Academic proficiencies required of transfar students

9. Approximately how many transfer students complete the paccalaureate? How
many go on to earn graduate degrees?

10. How persistence and student flow is monitored.




Notus on Interview with Chief Academic officer




Interview with Director of Institutional Research

1. Planned or currently available university studies of student transiers as
well as persistence or achievement.

2. Approximately how many students transfer? What percent are minorities?
Approximately how many complete the baccalaureate? Approximately how many
go on to earn graduate degrees?

3. Problems related to monitoring the flow of transfer students and assessing
their achievement. ,




4, Descriotive information about institutional setting.

a. History and mission

b. - Service area and clientele”

c. Profile of faculty and administration (number and percent of facuity
and counselors by ethnicity and gender, fall 1986).
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Notes on Interview with Director of Financial Aid
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1.

2.

3.

4.

Interview with Director of Admissions

Admissions critcria

A

Are students admitted in a differentially qualified category--if yes, under
whav procedures or criteria? What percentage are minorities?

Recruiting practices, especially for transfer students. How much is
financial aid a part of recruitmert?

Orientation practices, especially for transfer students.
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5.

6.

, attaining the baccalaureate.

Mest effective policies, programs or services that contribute tc the
recruitment and imvluction of minority students. -

Articulatlon pclicies between the university and the community colleges.

Most important barriers to minority student success in transferring and

a. Within the university

b. External to the university
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Notes with Director of Admissions
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Interview with Director of Financial Aid

1. Availability of financial aid for minority students. Most often used
source. :

2. Procedures for applications and awards. Would like to have a copy of
financial aid information booklet.

3. Problems students (particularly Hispanice) experience obtaining financial
aid. . :

14
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4. Relationship be:ween level of financial aid awarded and student
persistence. .

4. Most important barriers to mirority student transfer to senior institutions
and ultimate achievement of the baccalaureate after transferring.

a. Within the university

-’/V.

\l b. External to the university

15
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Notes on Interview with Director of Financial Aid
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Interview with Special Support Services Staff
Title of Program

Purpose

How and to whom delivered

Results

iications_fgr minority progress t» the baccalaureate.

Cultural factors. How are minority students Jdifferent from non-minority
student populations.
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Notes on Interview with Special Support Services Staff
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Interview with Faculty

ﬁ - - ’

1. DMost important karriers to minority student transfer to senior ‘nstitutlon
and ultimate achievement of the baccalaurez*e after transfer.

g
PR 4

2. Priority the university gives to recruiting and advancing transfer
students.
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3. Most and least popular programs of study for transfer students.
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4. Cultural factors. How are minority students different from non-minority
student populations?

rs

ii

5. What are the most.efféctive university practices that contribute to
successful student transfer and achievement?

LAY + N o
3

6. What can the unive‘ sity do to facilitate the transition of students from
community colleges?

7. VWhat can the university do to promote student persistence and achievement?

286
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