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EDITOR’S NOTES

T ransfer has been a central mission in America’s community colleges (Cohen
and Brawer, 1996), but they emphasize it to varying degrees. Community col-
leges are in a strategic position to increase students’ access to and participation
in the transfer pipeline. At the community college, different curricula provide
academic preparation for students seeking to transfer to a four-year college or
university. In addition, academic services, such as transfer centers, have been cre-
ated to facilitate students’ progress toward their transfer goal. Additionally, aca-
demic programs, such as honors or scholars programs, provide students with
rigorous academic training as well as with opportunities to participate in formal
articulation agreements with senior institutions. Although institutional support
may be provided by two- and four-year colleges, students still face numerous
challenges upon transferring. Furthermore, the extent to which students are suc-
cessful academically, socially, and personally has been an important policy ques-
tion for community colleges. In the wake of accountability mandates, institutions
of higher learning are committed to understanding the success of transfer stu-
dents in terms of their prior academic preparation at the two-year institution as
well as their ultimate experience at the senior institution.

For students to succeed at senior institutions, institutional leaders at
community colleges need to assess and evaluate various student outcomes.
Reliable and valid research designs will inform administrators, faculty mem-
bers, student affairs professionals, and personnel at two-year institutions
about the extent to which they are providing academic training and support
‘services for transfer students. Community college leaders must reflect on
lessons learned and begin charting their mission to address the changing
demographics of students.

This volume builds on previous issues of New Directions for Community
Colleges edited by Cohen (1994) and Rifkin (1996), and it attempts to address
the critical issues facing students moving through the educational pipeline.
The objective of this volume is to evaluate recent research and policy discus-
sions about transfer students. Specifically, the chapters address three broad
themes: research, student and academic issues, and institutional factors. These
chapters are important for various audiences, including community college
administrators, faculty members, student affairs professionals, researchers,
and students. Furthermore, they inform policymakers as well as four-year
institutions about issues affecting transfer students.

In Chapter One, I present a synthesis of the research literature on trans-
fer students by highlighting information about transfer behavior, the
transfer adjustment process, and several perspectives on college adjust-
ment. In Chapter Two, Eboni M. Zamani examines programs to facilitate
transfer in community colleges and highlights common program elements
and recommendations for systematically enhancing student transfer to

NEW DIRECTIONS FOR COMMUNITY COLLEGES, no. 114, Suminer 2001 © John Wiley & Sons, Inc. ]-
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2 TRANSFER STUDENTS: TRENDS AND ISSUES

four-year institutions. In Chapter Three, Herald R. Kane describes the his-
tory of honors programs in California and identifies pivotal contributions
of intersegmental transfer agreements at community colleges. He concludes
the chapter with implications for college students and faculty members.
Wynetta Y. Lee, in Chapter Four, discusses an important population
enrolled in community colleges—minority students—and examines issues for
minority students in higher education. Specifically, Lee addresses issues of
college transfer from the perspective of policy, programs, performance
assessment, and constituents. In Chapter Five, James C. Arnold highlights
findings from a recent study of students who transfer between community
colleges and public universities in the state of Oregon.

In Chapter Six, Carol A. Kozeracki examines the role of research in study-
ing transfer students and presents a variety of model studies for the effective
assessment of the transfer process. In Chapter Seven, Brenda Johnson-Benson,
Peter B. Geltner, and Steven K. Steinberg describe the motivating factors that
led to the research and collaborative efforts to uncover issues pertaining to
transfer students at one community college in Southern California. The
authors discuss the evolution of the research study and the policy implications
relevant to institutional research, faculty, student affairs, and other aspects of
the college environment. In Chapter Eight, Latrice E. Eggleston and 1 discuss
post-transfer support services at four-year institutions and present strategies
that may help administrators and faculty members assist this growing popula-
tion. Finally, in Chapter Nine, two community college leaders address the
implementation of innovative approaches to transfer. Phoebe K. Helm shares
her expertise on the role and function of a community college president and
the extent to which an executive officer of a college can facilitate and foster the
preparation of transfer students. Arthur M. Cohen describes institutional strate-
gies to incorporate new approaches to transfer.

To solve the transfer puzzle, both two- and four-year institutions must
work in synergy to address the needs of students who aspire to transfer to
a four-year institution. These chapters provide valuable information that
speaks to various constituencies—administrators, faculty members, student
affairs professionals, and other college personnel—all of whom are equally
important in facilitating and fostering the successful preparation and tran-
sition of transfer students.

Frankie Santos Laanan
Editor
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students and highlights issues affecting these students.
Also presented is a synthesis of research on transfer
students, post-transfer adjustment process, and
perspectives on college. adjustment.

] ' This chapter discusses the trends surrounding transfer

Transfer Student Adjustment

Frankie Santos Laanan

Over eleven hundred campuses strong, American community colleges enroll
almost half of the nation’s undergraduates each fall and half of all first-time
freshmen, offering them a diverse and flexible curriculum that meets their
academic and vocational goals (Cohen and Brawer, 1996). Public and inde-
pendent community colleges are found in every state. According to Vaughan
(2000), the public community colleges serve about ten million students per
year—five million in credit courses and another five million in noncredit
courses, activities, and programs.

The transfer function is of paramount importance to maintaining access
to higher education by providing the lower-division coursework for a bac-
calaureate degree for those students who, immediately after high school,
may be ineligible for admission to a four-year college or university. The
open-access admissions philosophy and diversified curricula of public com-
munity colleges in the United States provide primary access to postsec-
ondary education beyond the two-year college for diverse students.

The community college student who transfers to the four-year insti-
tution faces new psychological, academic, and environmental challenges.
The academic challenges facing transfer students have been well docu-
mented. Keeley and House (1993) and Townsend (1993, 1995) have writ-
ten that many students who transfer from community colleges to four-year
institutions have trouble adjusting to the rigorous academic standards and
are often faced with numerous other challenges upon enrolling in four-year
institutions. This has been attributed, in part, to institutional differences
in size, location, academic rigor, and competition among students (Hola-
han, Green, and Kelley, 1983; Laanan, 1996, 1998). The term transfer shock
has been used to characterize the temporary dip in transfer students’ aca-
demic performance (or grade point average—GPA) in the first or second

NEW DIRECTIONS FOR COMMUNITY COLLEGES, no. 114, Summer 2001 ® John Wiley & Sons, Inc. 5
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6 TRANSFER STUDENTS: TRENDS AND ISSUES

semester after transferring (Hills, 1965; Nolan and Hall, 1978; Webb, 1971;
Williams, 1973).

Further research about the experiences of students at the community
college who do transfer to senior institutions is necessary to determine the
complexity of their adjustment process. Much of the research on commu-
nity college students’ transition to the four-year academic setting has
focused on scholastic performance as measured by GPA. Other studies tend
to compare transfer students with native students—that is, students who
entered the four-year institution as freshmen—regarding various outcomes,
such as time to degree, persistence, and graduation rates.

The research that examines the factors that contribute to post-transfer
adjustment is very limited, especially in regard to students’ emotional and
psychological development at the four-year institution. A student’s prior
experience at the two-year college may influence both cognitive and affec-
tive outcomes at the senior institution. With a growing number of commu-
nity college students transferring to senior institutions, more research is
needed to better understand their academic preparation at the two-year
institution and the extent to which their prior experiences facilitate or
impede their educational progress at the four-year school. -

Transfer Behavior

In 1997, the National Center for Education Statistics published a report
entitled Transfer Behavior Among Beginning Postsecondary Students: 1989-94.
Authored by McCormick and Carroll (1997), the report describes patterns
of multiple institution attendance and transfer by students who first entered
postsecondary education during the academic year 1989-90. Specifically,
the data were drawn from the second follow-up of the 1990 Beginning Post-
secondary Student Longitudinal Study (BPS), which was conducted in the
spring of 1994 and was drawn from students who participated in the 1990
National Postsecondary Student Aid Study (NPSAS), which is a nationally
representative cross-sectional survey of graduate and undergraduate stu-
dents. The highlights of their analysis include the following:

* One out of four community college students indicated in 1989-90 that they
were working toward a bachelor’s degree (prospective transfers). Of this
group, 39 percent transferred directly to a four-year institution by 1994.

* Among community college students identified as prospective transfers,
those who enrolled full-time in their first year were about twice as likely
as those who enrolled part-time to transfer to a four-year institution within
five years—that is, 50 percent of full-timers transferred, compared with 26
percent of part-timers.

* Among community college beginners who transferred to a four-year insti-
tution, 65 percent transferred without a degree. About one out of three
completed an associate’s degree before transferring.

11



TRANSFER STUDENT ADJUSTMENT 7

* On average, community college beginners who transferred to a four-year
institution spent about twenty months at the first institution.

» While one out of four community college transfers had received a bache-
lor’s degree by 1994, another 44 percent were still enrolled at a four-year
institution, an overall persistence rate of 70 percent. This is comparable to
the persistence rate among students who began at four-year institutions.

* The bachelor’s degree attainment rate was much higher among the minor-
ity of community college transfers who completed an associate’s degree
before transferring: 43 percent of associate’s degree completers had
received a bachelor’s degree by 1994, compared with 17 percent among
those who transferred without any credential.

Post-Transfer Academic Performance

Four-year colleges and universities continue to be concerned about the aca-
demic success of students transferring from community colleges (Cross,
1968; Thornton, 1972). As a result, special attention has been paid to
understanding how transfer students perform at senior institutions. For
decades, studies have found that transfer students’ grades were lower than
those earned by upper-division students who had entered the university as
freshmen (native students) (Cohen and Brawer, 1989).

In his review of research findings conducted from 1928 through 1964
relative to the success of junior college transfer students, Hills (1965) came
up with three main conclusions: (1) transfer students should expect to suf-
fer an appreciable drop in grades in the first semester after transfer, (2)
transfer students’ grades tend to improve in direct relation to their length of
schooling, and (3) native students as a group are shown to perform better
than the transfer students. Hills concluded that the transfer student who
plans to earn a baccalaureate degree should be warned of the probability of
suffering a potentially severe transfer shock. Furthermore, students will
most likely encounter greater difficulty than native students and can expect
to take longer to graduate.

Studies regarding the academic performance of transfer students have
been concerned primarily with GPA because it is the most widely used
index for admission of transfer students. Even with the abundance of
research, conflicting results have been reported, ranging from the drop in
GPA, called transfer shock, to an increase in GPA after transfer, sometimes
called transfer ecstasy.

Most recently, an in-depth meta-analysis of transfer shock conducted by
Diaz (1992) revealed sixty-two studies that reported the magnitude of GPA
change. The studies showed that although community college transfer stu-
dents in 79 percent of the studies experienced transfer shock, the magnitude
of GPA change in most cases was one half of a grade point or less. Of the
studies that showed that community college transfer students experienced
transfer shock, 67 percent reported that students recover from transfer shock,
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usually within the first year after transfer. Significantly, 34 percent of these
studies showed that community college transfer students recovered com-
pletely from transfer shock, 34 percent showed nearly complete recovery, and
32 percent showed partial recovery.

Transfer Adjustment Process

In addition to exploring the phenomenon of transfer shock, much of the recent
research on community college transfer students has examined the transfer
phenomenon from two other perspectives: (1) the student or institutional
characteristics associated with transfer students’ persistence at senior institu-
tions and (2) the relationship between transfer students’ academic performance
at senior institutions and personal, demographic, or environmental character-
istics (Graham and Hughes, 1994).

Comparisons with Native Students. Comparisons between the aca-
demic performance of transfer and native students have focused on attrition
and persistence, graduation rates, and academic probation. Cohen and Brawer
(1982) found that community college transfer students had lower GPAs and
higher attrition rates than native students did. Richardson and Doucette
(1980) used both GPAs and persistence rates to compare community college
transfer students with native students and found differences among different
types of receiving institutions. Graham and Dallam (1986) contrasted all
transfer students (those from both four-year institutions and community col-
leges) with native students, using academic probation as an indicator of
scholastic performance, and found that both groups of transfer students were
more likely to end up on academic probation than native students were.

Personal, Demographic, or Environmental Characteristics. Research
on transfer students has also sought to identify predictive variables associated
with the persistence of transfer students at senior institutions. These studies
applied models of student persistence in four-year colleges to transfer students.
Using Tinto’s constructs of social and academic integration (1975) as predic-
tors of persistence in four-year colleges, Pascarella, Smart, and Ethington
(1986) investigated the relevance of this model for transfer students’ persis-
tence. They found that the variables associated with social and academic inte-
gration played a role in the persistence of transfer students at four-year colleges
and universities. Furthermore, Johnson (1987) examined the relationship
between transfer students’ persistence and four outcome measures: (1) the per-
ceived practical value of education, (2) educational aspirations, (3) academic
factors—that is, satisfaction, performance, self-concept, and integration, and
(4) external factors, such as family, job, and finances. She found a relationship
between persistence and academic satisfaction, performance, integration, and
the perceived practical value of education. As a result of the preliminary inves-
tigations into the personal, demographic, and environmental characteristics of
community college transfer students, the findings suggest that these factors
may affect performance at senior institutions (Graham and Hughes, 1994).

1.3
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TRANSFER STUDENT ADJUSTMENT 9

Phlegar, Andrew, and McLaughlin (1981) conducted a study in an
effort to clarify the conflicting results of the research on transfer students.
Specifically, they sought to identify prior academic performance and per-
sonal and environmental variables that would predict the academic per-
formance of transfer students at senior institutions. They found that
students who met the key requirements of senior institutions—in math,
science, and English—performed better than other transfers by two- to
four-tenths of a grade point. Conversely, Hughes and Graham (1992) iden-
tified only one variable—class attendance at the community college—that
distinguished between satisfactory and unsatisfactory performance during
the first semester after transfer. For research projects focusing on personal,
demographic, or environmental characteristics, Graham and Hughes
(1994) argue that the relationship between these variables and aca-
demic performance over time needs to be assessed to determine whether
transfer shock occurs mainly in the first semester of transfer, thus over-
shadowing the effects of variables that may predict long-term academic
success. :

Perspectives on College Adjustment

There is an abundance of research on student attrition. Many of these stud-
ies focus on factors that either positively or negatively affect students’ deci-
sions to stay in or drop out of college. However, only a handful of these
studies have addressed aspects of college student adjustment. A few studies
have included some measures that represent college adjustment directly in
their models (Bennett and Okinaka, 1990; Chartrand, 1992), whereas oth-
ers have simply made implications about adjustment. According to Hurtado,
Carter, and Spuler (1996), college adjustment has not typically been the
object of systematic study. Researchers do not rely on a single definition of
college adjustment that might distinguish it from other constructs. In other
words, because of the complexities of understanding student adjustment in
college, scholars have advanced many constructs and frameworks yielding
multiple theoretical perspectives.

Three main themes are prevalent in the research on college adjustment:
psychological, environmental, and climate approaches. Of these, the major-
ity of studies have addressed the psychological aspects of adjustment. In
addition, the climate approach has received wide attention due to the chang-
ing demographics of students on college campuses.

Psychological Approaches. In his analysis of the Bean and Metzner
Attrition Model (1985), Chartrand (1992) defined adjustment as institu-
tional commitment, feelings of academic adjustment, and the absence of
psychological distress. In another study, college adjustment is contrasted
with transitional trauma, defined as the level of alienation a student experi-
ences when unfamiliar with the norms, values, and expectations at the four-
year institution (Bennett and Okinaka, 1990).

14



10 TRANSFER STUDENTS: TRENDS AND ISSUES

A popular perspective for examining college adjustment is to consider
it as a type of psychological distress, along with personal, social, and aca-
demic dimensions. In a study examining minority freshmen, Smedley,
Myers, and Harrell (1993) employed a stress-coping model to describe the
adjustment process. These researchers used different instruments to mea-
sure chronic role strain, life events that cause stress, and minority status
stressors in relation to three adjustment outcomes: psychological distress,
feelings of well-being, and academic achievement. According to these
authors, college adjustment is conceptualized as a function of student attrib-
utes, psychological and sociocultural stresses, and the strategies students
use to cope with these stresses. They found that racial and ethnic minori-
ties encounter additional stressors not typical of nonminority students. They
conclude that stress derives from both internal sources and demographic
composition and social climate on the campus.

Educational Environment. Another trend in studying college adjust-
ment is to examine the influences of the educational environment. Accord-
ing to Hurtado, Carter, and Spuler (1996), assessing structural and climate
characteristics of college campuses and the extent to which these factors
may facilitate or impede a student’s adjustment is critical to understanding
the complex adjustment process. A major structural characteristic of a col-
lege or university is the faculty. Previous research suggests that spending
quality time with faculty members positively affects a student’s level of per-
sistence, satisfaction, and academic performance (Astin, 1984, 1993; Pace,
1984, 1992; Tinto, 1987). Therefore, it is important to determine to what
extent students interact with faculty members and spend quality time meet-
ing with them outside of class.

Campus Climate. According to Hurtado, Carter, and Spuler (1996),
a campus climate has many dimensions. It encompasses student interac-
tions across race and ethnicity, perceptions of the climate for intergroup
relations (racial and ethnic tension), experiences of overt discrimination,
and the ethnic and racial diversity of the student body. Although the psy-
chological perspectives mentioned earlier provide an important frame-
work for studying college adjustment, the research literature also suggests
that certain institutional characteristics can have an impact on an indi-
vidual’s adjustment to college. The extent to which a college is selective
in the admissions process will have an effect on the academic adjustment
of students. If the institution only accepts students of exceptional aca-
demic talent, as measured by SAT scores and GPA, students are forced to
perform on a par with their counterparts. Hurtado (1992) found that
both selective and private institutions tend to have distinct racial climates
when compared to nonselective institutions. Another characteristic is col-
lege size. The size of the institution—for example, the size of its student
body or its faculty—will contribute to students’ feelings of anonymity,
sense of community, or isolation (Chickering and Reisser, 1993). Fur-
thermore, others contend that the impact of college size on college

15



TRANSFER STUDENT ADJUSTMENT 11

adjustment may have much to do with how students make sense of the
environment, which is an important aspect of the early transition process
(Attinasi, 1989).

Conclusion

Today, community college transfer programs play a critical role in provid-
ing access to individuals who desire to continue their education beyond a
two-year institution. Students in the transfer pipeline have the opportunity
to complete their general education requirements by participating in for-
malized articulation agreements and then transferring to the four-year insti-
tution of choice. Based on the research, transfer students are likely to
experience a complex adjustment process—academically, socially, and psy-
chologically—because of the environmental differences between two- and
four-year institutions. Having an awareness of the expectations of the four-
year school will facilitate a transfer students successful transition and ulti-
mate success in the completion of a bachelor’s degree.
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transition from two- to four-year institutions is contingent
on the cooperation of these institutions. This chapter
examines the creation of transfer centers and other initia-
tives to address the challenges in the transfer process.

2 The extent to which community college students make the

Institutional Responses to Barriers
to the Transter Process

Eboni M. Zamani

Community colleges are often viewed as bridging the gap in baccalaureate
degree attainment for many students. Following the 1970s decline, the trans-
fer rate has remained low during the 1980s and 1990s, ranging between 20
and 25 percent. The literature suggests that community colleges can reinforce
their position in the educational pipeline by emphasizing transfer within their
home institutions (Palmer, 1987, Prager, 1992). Recent legislation and foun-
dation activities support collaborations and partnerships between institutional
two- and four-year institutions as a means of enhancing the transfer rate. One
way that community colleges have sought to augment transfer rates, address
barriers, and better facilitate transition between the two tiers has been through
the development of transfer centers and institutes.

Barriers to Transfer

Many community college students intend to transfer to four-year colleges
and universities; however, only 22 percent successfully do so (McCormick and
Carroll, 1997). For the last two decades, studies examining the transfer func-
tion have revealed that the proportion of two-year students actually trans-
ferring is deficient and that differential rates of transfer exist between racial,
ethnic, and socioeconomic groups. Of particular concern is the low college-
going rate among high school graduates of racially and ethnically diverse her-
itage (Stewart, 1988). Low-income and non-Asian minority students have
lower transfer and program completion rates, compared with their white coun-
terparts from families with higher annual income (Bender, 1991; Brint and
Karabel, 1989; Cohen, 1988; Richardson and Skinner, 1992). Furthermore,
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research results suggest that collegians who begin postsecondary education at
two-year institutions are less likely to earn baccalaureate degrees, particularly
African American and Hispanic community college students (Dougherty, 1992,
Pascarella and others, 1998; Pincus and Archer, 1989; Velez, 1985).

There are various explanations as to why the progress of community col-
lege students may stagnate and how transfer to four-year institutions has been
hindered. The lack of financial resources is one of many barriers facing com-
munity college students who are attending, persisting, and, in some cases,
ultimately transferring to four-year institutions (McDonough, 1997). Student
aid has shifted so that fewer grant dollars are awarded, whereas federal stu-
dent loans have increased. Students coming from low socioeconomic back-
grounds are at a disadvantage, as the costs associated with higher education
may prohibit even the most talented two-year students from successfully
transferring into a baccalaureate degree program (Stewart, 1988). In addition,
Stewart suggests that the lack of academic preparation of many entering com-
munity college students often serves to discourage their aspirations.

Although student financial background and academic readiness for col-
lege-level work may act against some students, institutional factors also place
hurdles in the path of students desiring to transfer to four-year institutions. For
example, undergraduate retention and matriculation are often affected by insti-
tutional characteristics, such as campus climate and culture. The installation of
transfer centers is an institutional response that can address academic prepara-
tion for baccalaureate programs through encouraging two- and four-year insti-
tutional relationships and underscoring the importance of collegiate culture.

Dougherty (1994) asserts that the transfer function within community
colleges is ineffective due to an influx of underprepared students, coupled with
a less collegiate environment and culture. Unlike four-year institutions that
primarily enroll traditional-aged students, who then reside in campus dormi-
tories, the community college culture is nonresidential. Two-year students at
commuter campuses are typically on campus less often than are students
at four-year institutions because of work responsibilities; they attempt fewer
credit hours and they interact with faculty members less as a result of residing
away from the college (Rice, 1990). It is estimated that residential students are
43 percent more likely to persist and complete degree requirements than are
commuter students (Velez, 1985). Hence, establishing alternate learning com-
munities at the two-year level may help increase the likelihood of student
matriculation.

Related to the relative amount of transfer activity are student charac-
teristics and educational aspirations. Students within each type of institu-
tion who aspire to baccalaureate degrees or higher were up to three times as
likely to transfer than those not expecting to complete a bachelor’s degree
{McCormick and Carroll, 1997). It has been noted in the literature that pri-
vate four-year colleges and universities may afford more opportunities to
gain entrance for those who fall short of meeting admissions standards at
public universities (Glass and Bunn, 1998).
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In addition to institutional type, poor student transitions between two- and
four-year institutions often reflect a lack of student-college fit. The institutional
environment is an important factor in the rate of student transfer and success
in earning a bachelor’s degree. More specifically, students of color may perceive
homogenous institutional environments to be noninclusive and lacking a com-,
mitment to fostering cultural pluralism, multicultural curriculum, and campus
diversity (Haralson, 1996). With a greater number of underrepresented African
American and Hispanic students attending community colleges, institutional
policies and programs intended to encourage inclusion and invigorate minor-
ity student transfer in particular are imperative.

Addressing Emerging Problems:
Transfer Center Outgrowth

The transfer process increases educational opportunity and access beyond two-
year institutions; however, paradoxically, it also immobilizes many students, as
policies related to the movement of students between community colleges and
four-year colleges/universities are inconsistent or nonexistent. For example,
there has been considerable growth in the rate of transfer to senior institutions
among community college students enrolled in professional and vocational-
technical programs (Bender, 1990; Cohen and Brawer, 1996; Dougherty, 1992).
Likewise, roughly three-fourths of all vocational-technical students desire bac-
calaureate degrees (Dougherty, 1992; Hunter and Sheldon, 1980). However, the
transferability of career and vocational courses is problematic for those intend-
ing to earn baccalaureate degrees, since the articulation of such course credits
is inconsistent between two- and four-year institutions (Keener, 1994).

According to Tobolowsky (1998), articulation has become increasingly
complex and is no longer a vertical process, as multidirectional student
movement calls for a range of transfer services. Cohen and Brawer (1996)
describe the back-and-forth movement of college students as being illustra-
tive of articulation agreements that coordinate course offerings, formalize
admissions requirements in correspondence to programs of study, and sim-
plify transfer planning. Articulation encompasses (1) formal, legally binding
agreements, (2) state system transfer policies, and (3) voluntary arrange-
ments between two- and four-year colleges (Cohen, 1988). Emphasis on
articulation and transfer are of paramount concern, as previous levels of
cooperation among sectors have not moved more students—African Amer-
ican and Hispanic, in particular—through the educational pipeline.

Facilitating Policy and Programmatic Changes

' To address some of the recurring challenges to the transfer process, the State
of California revised its higher education master plan in 1985. The Master
Plan for Higher Education in California reflected legislation (AB 1725) that
was passed to reform coordination with the community college system
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(Academic Senate for California Community Colleges, 1996; Nussbaum,
1997). Moreover, Senate Bill 121 was signed in 1991, establishing that Cal-
ifornia community colleges, the University of California system, and the
California State University system are jointly accountable for instituting a
solid transfer function and for placing emphasis on raising the rate of trans-
fer among historically underrepresented students (Academic Senate for Cal-
ifornia Community Colleges, 1996).

In response to Senate Bill 121, California Community Colleges and the
University of California produced an official memorandum of understand-
ing that reiterates the shared responsibility of each party to provide access
and opportunities to those with transfer intentions and baccalaureate degree
aspirations (Nussbaum, 1997). Delineated in the memorandum are nine tar-
get areas: (1) to improve articulation agreements by initiating the Califor-
nia Articulation Number System (CANS systemwide course sequencing),
(2) to use ASSIST (Articulation System Stimulating Interinstitutional Stu-
dent Transfer) as the official statewide repository for articulation informa-
tion and data, (3) to reinvigorate transfer center partnerships, (4) to
enhance transfer alliances to ensure a seamless transition for students, (5)
to increase additional part-time attendance options at the University of Cal-
ifornia in order to meet the needs of part-time transfer students, (6) to
develop a baccalaureate financial aid package that meets transfer students’
needs for degree completion at four-year institutions, (7) to heighten out-
reach activities in an effort to recruit and attract students seeking transfer,
(8) to monitor and evaluate transfer activities through additional data col-
lection and information exchange, and (9) to enhance cooperative admis-
sions programs that involve eligible high school graduates who would like
the option of attending a community college and later transferring to the
University of California (Nussbaum, 1997).

Acknowledging the importance of collaborative efforts between two-
and four-year institutions of higher learning, the Ford Foundation gave a
grant to the National Center for Educational Alliances, formerly the
National Center for Urban Partnerships. In 1991, the center was estab-
lished to manage the Ford Foundation’s Urban Partnership Program, which
originated in response to the growing number of underprepared, under-
represented, low-income students with degree aspirations extending
beyond the community college level (McGrath and Van Buskirk, 1998).
The Urban Community College Transfer Opportunities Grant created six-
teen urban site partnerships, including the Bronx, Chicago, Los Angeles,
Miami, and Phoenix. Administered in the early 1990s, the grant brought
about the development of transfer centers to address issues surrounding
articulation. Additionally, transfer centers prioritized support services to
meet transfer-track student needs and enhance transitions between tiers for
the transfer population.

Affiliated with the National Center for Urban Partnerships, the Memphis
Center for Urban Partnerships (MCUP) comprises the University of Memphis,
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LeMoyne-Owen College, Shelby State Community College, and Memphis City
Schools, which have unified to build pathways for increasing access and aca-
demic achievement for at-risk students. More specifically, the MCUP targets
increasing college attendance and completion rates among African American
students in response to high secondary attrition rates, poverty, and low college
enrollment. MCUP has been effective in creating change in the community that
is consistent with its mission.

The African American Scholars Program (AASP) helps students from
Frayser and Westside High School who are attending Shelby State Commu-
nity College transfer to four-year colleges and universities. The goal of AASP
is to make the transition from high school to college and from a two-year to
a four-year college smoother. This has been accomplished through partial
funds received from the Ford Foundation to create an African American
Transfer Center. The center assists with career planning, provides academic
counseling, and hosts retention and academic skills workshops and moti-
vational guest lectures (Memphis Center for Urban Partnerships, Feb.
2001). As a result of the educational service components, students have an
increased responsiveness and understanding of skills necessary for college
success. Finally, although the Ford Foundation urban partnership grant was
awarded to several cities, there is little literature examining the majority of
affected states with regard to program activities and effectiveness. Never-
theless, each of the National Center for Educational Alliances cities has
made use of Ford Foundation grant dollars to aid inner-city students in
overcoming the hurdles associated with being from a disenfranchised group
by devising strategies to improve student learning and subsequent educa-
tional success.

Successful Programs Addressing Student Transfer

Community colleges primarily face the difficulty of determining how to best
facilitate student transfer to senior-level postsecondary institutions.
Although national transfer rates could stand much improvement, there has
been inventiveness on the part of some two- and four-year institutions to
collaborate in promoting and encouraging the transition between tiers, par-
ticularly for underrepresented students. In response to some of the chal-
lenges associated with transfer and articulation, the following section of this
chapter highlights programmatic efforts and policy initiatives that speak to
student progression from two- to four-year colleges.

Current literature examining transfer provides statistics that indicate
the small percentage of transfer-track students who actually earn associate’s
degrees, the smaller number of students who transfer to four-year institu-
tions, and the even smaller number who persist toward the bachelor’s degree
(Bender, 1991; Brint and Karabel, 1989; Dougherty, 1994; McCormick and
Carroll, 1997). As a result, there is a need for two- and four-year colleges to
work in partnership to create and optimize transfer opportunities.
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One program that has met the challenge is the Summer Scholars Trans-
fer Institute (SSTI). Created in 1993, SSTI is a team approach involving
Santa Ana College, numerous Los Angeles community colleges, and the
University of California at Irvine to provide intervention for underrepre-
sented students (McGrath and Van Buskirk, 1998). Sponsored by the
National Center for Educational Alliances, the program focuses on assisting
low-income students—predominantly African American and Hispanic stu-
dents—at urban community colleges.

Students taking part in the program are undecided as to whether
they intend to continue beyond their two-year institutions. Students are
required to hold a minimum GPA of 2.0, meet eligibility for Freshman
Composition, and have taken fewer than 30 credit units. Unique by
design, SSTI works with roughly 150 first-generation students annually,
during the summer months. This eleven-day residential program is
designed to blend institutional cultures of the participating colleges while
structuring condensed academic courses and social support systems to
ensure success (McGrath and Van Buskirk, 1998). Students have the
option to take one of five courses that are 3 credit hours each. The initial
class meeting is scheduled one month prior to the start of the institute,
at which time students receive an overview of the course by the instruc-
tor and substantial reading and writing assignments. Students attend class
during the daytime for the eleven days and participate in study groups
throughout the evening and late-night hours. A university faculty mem-
ber and a community college counselor lead courses, with teaching assis-
tants being assigned to assist in communication between students and
staff members.

McGrath and Van Buskirk’s qualitative examination (1998} of the
SSTI provides rich description and anecdotal commentaries, indicating
the effectiveness of this approach. The authors report that from 1993 to
1998 the number of underrepresented students transferring to the Uni-
versity of California from Santa Ana College doubled, moving Santa Ana
College from 44th to 9th place statewide for the number of Hispanic
transfer students to the University of California system. In addition, 95
percent of all students have successfully completed the general education
course taken under the auspices of SSTI, in contrast with the 60 percent
who complete it on campus.

The Illinois Board of Higher Education provided funding to twenty-five
community colleges to operate minority transfer centers. Each center has a
director at the helm to oversee all activities that include developing articu-
lation agreements with four-year institutions. It is estimated that over
twenty-five thousand students are served by these minority transfer centers
annually. As a result of these efforts, transfer rates for African American and
Hispanic community college students increased by 12.7 and 38.6 percent,
respectively, from 1990 to 1994. In addition, there was a 61.3 percent
increase during the same period in transfers of Hispanic community college
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students to private institutions. Participating centers reported an increase
of 3.4 percent in total community college student transfers (Illinois Com-
munity College Board, 1996).

Oakton Community College in Illinois has a high percentage of first-
generation college students, many of whom are considering further educa-
tion. Every semester, approximately 65 percent of Oakton’s students enroll
in courses with the intention of transferring to a senior-level college or uni-
versity. As one of the twenty-five colleges that received a grant from the I1li-
nois Board of Higher Education to establish a transfer center, Oakton offers
workshops, plans campus visits to four-year institutions, and advises stu-
dents regarding course of study, financial aid, and scholarships (Oakton
Community College, 1997).

The University of California at Davis, in conjunction with the Los
Rios Community College District, funded a transfer opportunity program
with nine Northern California community colleges to extend outreach
efforts and transfer services. In a related program, the Los Rios Commu-
nity College transfer centers sponsored a College Transfer Day to inform
students of transfer issues and to allow them to discuss admissions con-
cerns and programs of study with university representatives (Case, 1999).
The University of California at Davis has also worked closely with the Cal-
ifornia Community Colleges to offer early academic outreach programs at
elementary, middle, and secondary schools in seventeen school districts.
The aim of the program is to give school officials, teachers, parents, and,
most of all, students information regarding college preparation and trans-
fer readiness. Other efforts by the UC system and California Community
Colleges that are making significant contributions to the improvement of
the transfer process include the Math, Engineering, Science Achieve-
ment/California Community College Program (MESA/CCCP)—a transfer
support program for nontraditional students in the sciences, faculty-to-
faculty articulation dialogues, a transfer student recruitment campaign on
the Web, and Ensuring Transfer Success Counselor Institutes (ETSCI)
{Case, 1999),

The transfer center at Glendale Community College (GCC) combined
forces with seven other Los Angeles community colleges in writing a grant
to receive funding from the Office of the Chancellor to underwrite the air-
fare for students’ campus visits to the University of San Francisco, San
Francisco State University, UC Berkeley, and UC Davis. Like other com-
munity colleges that are interested in boosting transfer, the transfer center
at Glendale held Transfer Day Fairs in addition to having outreach advis-
ers from UCLA join the center staff to host an orientation and reception for
Glendale students accepted to UCLA (Glendale Community College,
1998). As a result of the wide array of transfer services provided by the cen-
ter, Glendale Community College ranks second among the top transfer
institutions sending students to UCLA, with 52 percent of the GCC appli-
cants gaining admission.
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Conclusions and Recommendations for Enhancing
Transfer

As flaws in the transfer process have been identified, innovative programs and
policies to revive the transfer function within community colleges have been
implemented. University and community college partnerships have facilitated
smooth transitions through research, articulation arrangements, and campus
programming—such as SST1, transfer fairs, and four-year campus visits.

Community colleges must continue to strive to be forerunners at rec-
ognizing impediments to student progression and successful transfer. This
responsibility should not lie solely with the two-year sector, as often the
blame for lack of success in the transfer process is placed on community col-
leges. Two- and four-year institutions must be responsive and aggressive in
addressing the role of transfer in producing upward mobility. Academic sup-
port professionals at community colleges and senior institutions can address
challenges to the transfer function by instituting on-site transfer centers,
establishing cooperative admissions agreements, extending outreach activ-
ities, clarifying articulation agreements, hosting transfer informational ses-
sions, conducting four-year campus tours, and creating innovative
approaches to academic skills acquisition. Newer approaches that have
developed include the consideration of redefining student success, services
to assist reverse transfer student concerns, and orientation programs that
convey how to make the transition from an open to a selective system of
admissions in an effort to curb transfer shock (Cejda, 1997; Laanan, 1996;
Townsend, 2000).

With affirmative action under attack, the transfer function should be con-
sidered one means of recruiting and admitting diverse students (Zamani, forth-
coming). Thus, colleges and universities can use the transfer function to
reposition themselves to more wholly represent their respective communities
and reach parity with regard to race, ethnicity, gender, and social class standing.
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Diego City College Honors Program and its successful
implementation of intersegmental transfer agreements—
chief among them being the Transfer Alliance Program
(TAP), with the University of California, Los Angeles
(UCLA). It describes the recent historical context in
which community college honors programs took on a
strong leadership role in addressing deep systemic prob-
lems in the transfer function in California, a role that
continues to this day. This chapter identifies the pivotal
contributions of intersegmental transfer agreements like
TAP in the development of honors programs at commu-
nity colleges, and it emphasizes their implications for
college students and faculty members.

3 This chapter traces the design and development of the San

Honors Programs: A Case Study
of Transfer Preparation

Herald R. Kane

The founding of the San Diego Community College District (SDCCD) Hon-.
ors Program in 1986 came at a time when it bordered on heretical to men-
tion “honors” and “community colleges” in the same breath. Untoward
political events and major demographic shifts over the previous decade had
dramatically affected the colleges, causing operational changes that seriously
eroded public confidence that they could supply students who would be
successful after transfer, especially at the University of California (UC).
Some colleges showed signs of becoming resigned to their newly empha-
sized roles of remediation and occupational instruction, and they began to
devote less energy and resources to their assigned transfer function.

In the early 1980s, a refreshing new dialogue between California’s uni-
versity and community college segments set out a new ground of collabo-
ration that seemed promising to all concerned. The University of California
would implement new measures of assurance that qualified transfers from
the community colleges would be welcomed at the junior level; the colleges
in return would agree to provide specially “enriched” lower-division aca-
demic preparation to prospective transfer students, assuaging the concerns
that those students would not succeed at the four-year institution.
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San Diego City College was invited to join the UCLA Transfer Alliance
Program (TAP) in 1991, after five years of successful operation of an hon-
ors program. Interestingly, it was both the earlier prospect of membership
in TAP and the actual membership itself that played an important role in
consolidating support for honors among administrators, faculty members,
and students at City College. Over a decade later, the relationship with
UCLA ripened into an effective partnership with a high level of trust and a
gratifying openness to communication in support of individual students on
their way through the transfer process.

Throughout the 1990s, the San Diego City College Honors Program
elaborated and strengthened its role in enriching the academic and personal
growth of its students and faculty members. Its profile both within and
beyond the campus community has been buoyed not only by its interseg-
mental transfer agreements (TAP is now one of over a dozen), but also by
its collaboration with regional and national organizations devoted to the
widely expanded “honors movement.”

In its next decade, the program aspires to a leading role in attracting
many more talented and motivated students to City College and con-
tributing to a spirit and practice of excellence across the entire college
curriculum. Fifteen years of enhancing both transfer preparedness and
occupational readiness of students has positioned the honors program to
take a leadership role in current discussions exploring statewide transfer
agreements with all campuses of the University of California and Cali-
fornia State University systems. And finally, the commitment to imbed
“global awareness and competencies” in the honors curriculum, as
described later in this chapter, will encourage and equip students to reach
beyond regional and national boundaries to enrich their educational
experiences even more.

Transfer: A Classic Conundrum

Honors programs have been known among American community colleges
for some time (Bentley-Baker, 1983)—albeit, until the mid-1980s, only
among an almost vanishing minority of colleges responding to occasional
surveys. For example, one such survey conducted for the American Asso-
ciation of Community and Junior Colleges counted 644 responding colleges
but only 47 honors programs (Piland and Gould, 1982). The National Col-
legiate Honors Council (NCHC), arguably the current de facto leader in
defining and promoting the national honors movement, had by 1981 dis-
solved its Standing Committee on Honors in the Two-Year College for
apparent lack of interest and participation (Bentley-Baker, 1983).

From these modest beginnings, the revival and rapid expansion of inter-
est in honors in the community colleges have continued without interrup-
tion for nearly two decades. The reasons for the dramatic “comeback” are
many and interesting. In this chapter, particular emphasis is placed, of
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course, on the ways in which the pressure for transfer improvement
prompted and promoted such a movement.

University-Devised Transfer Incentive Programs. The decade of the
1970s was a difficult one for the transfer function in California. Decline in
the transfer rates was inexorable and alarming. For the nine-campus Uni-
versity of California system there was a 40 percent drop-off in the period of
1975 to 1981 (Wilbur, 1996). Critics proclaimed an imbedded public per-
ception that the community colleges had become lesser, even unworthy,
institutions for the serious academic student (Wilbur, 1996). Perhaps no
other stakeholder than the University itself, with the prestige and political
power to set the agenda for higher education, could rescue the colleges from
this unhappy condition. Simply stimulating the transfer rate by accepting
greater numbers of transfers had already been tried and found wanting,
because real deficiencies in student preparation to do upper-division work
were being reported (Wilbur, 1996). Perhaps the University could link its
acceptance of more transfer students to a new, more proactive involvement
in stimulating the academic preparation of “its own students-to-be” while
they were still in the community college system.

By the mid-1980s, new courtships and relationships between UC cam-
puses and groups of their feeder community colleges began to emerge. UC
Davis offered local community college students a signed, individualized
guarantee of admission at the junior level if they committed themselves to
follow a detailed educational plan with periodic monitoring by an academic
counselor. They would also have to complete 56 units of lower-division
preparation for the major and general education requirements, with a min-
imum grade point average (GPA) of 2.40. Several other campuses of the
University implemented similar plans, in accordance with the expressed pol-
icy of the UC President’s Office, shaping them to fit their own student pro-
file and capacity for outreach. Copies of a glossy, warmly written brochure
entitled “Answers for Transfer” began to appear in colorful profusion on
community college campuses across the state. The University’s efforts to
reach across the divide were growing.

Within the typical transfer agreement, the community college need
only provide traditional academic counseling and educational planning ser-
vices to qualified individual students; the local UC campus would establish
a marginally more active presence on the community college campus, pro-
viding pretransfer guidance, along with informational materials on aca-
demic programs. Transfer workshops for college counselors and on-campus
student visitation opportunities could be conducted periodically by admis-
sions officers of the University and be overseen by its Office of Undergrad-
uate Admissions and Relations with Schools. Beyond an incremental
increase in outreach effort by the University, these agreements brought lit-
tle new insight or creative change to the troubled transfer situation. Cer-
tainly, they inspired no profound changes in either institution, or in the
ways that they related to each other.
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Birth of the UCLA Transfer Alliance Program (TAP). TAP has pro-
vided perhaps the best model to date of a comprehensive intersegmental
mechanism for community college-to-university transfer (Clemons, Kane, and
McLeod, 1995). No other transfer agreement—on any other campus of the
University of California—anticipated the breadth and depth of the effort it
took to launch the Transfer Alliance Program. UCLA academic leaders first
established and infused with meaningful levels of financial and personnel
resources a new Center for Academic Interinstitutional Programs (CAIP).
CAIP was then enjoined to stimulate linkages among UCLA faculty members
and their community college and high school counterparts in curriculum
review and alignment. Third, the center’s directors took the lead in systemat-
ically developing a network of working relationships between community col-
lege administrators and faculty members and their UCLA counterparts,
gradually building a level of trust that released creative problem-solving ener-
gies from all concerned. And fourth, capping several years of team building
between institutions and addressing the concerns of detractors within each
segment, they finally delivered the first version of the Transfer Alliance Pro-
gram, in 1985.

Indicators of the TAP Philosophy. The goal of the new program was -
deceptively simple: to contribute to the solution of a nagging problem in
transfer and persistence rates of community college students moving to
UCLA. This was to be accomplished by offering priority admission consid-
eration to students who completed an enriched lower-division curriculum,
including general education requirements and preparation courses for the
intended major. But the real wisdom of TAP lay at a much deeper level—
namely, in the realization that bonds among people committed to collabo-
ration with their distant counterparts at other institutions, all in the service
of needy students, supplied the cohesion necessary to hold the agreement
together over time.

UCLA’ chancellor and senior administrators had already fought hard
within the statewide UC structure to secure approval for extending such a
profound measure of openness to the community colleges. They had pro-
claimed UCLA’s belief in two-year college students, offering for the first time
a deliberate acknowledgment that our students were, indeed, UCLA stu-
dents, save only for the short-term growth and tempering experiences cur-
rently in progress at the two-year institutions. Their conviction assuaged a
real concern that the statewide UC admission policy was going to be affected
in some unknown and potentially troublesome ways.

Furthermore, implementation of TAP at a two-year college had the poten-
tial to profoundly and permanently affect several aspects of how that college
conceived and delivered its transfer curriculum. Benefits were sure to extend
beyond the student participants themselves. Faculty and institutional devel-
opment would certainly follow from the new levels of attention devoted to aca-
demic improvement and from new collaborations among faculty members,
counselors, and other student support services personnel at the college itself.
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Anatomy of a TAP Program at the Two-Year College. Well beyond
the scope of the incentive contracts signed by some UC campuses and indi-
vidual transfer aspirants enrolled at the two-year college, TAP crystallized
the collaboration between UCLA and the college at several levels of each
institution. A 1991 version of the UCLA document “Elements of a Transfer
Alliance Program” laid out across three domains the considerable expecta-
tions to be met by a college aspiring to join TAP—by then a group of about
a dozen institutions.

To address structural and support issues, the two-year college president
was asked to write a letter assuring UCLA of the desirability of a TAP affil-
iation and committing the college to support the program administratively.
There was to be appropriate release time for a classroom faculty member
(specifically not a counselor or administrator) to coordinate the program
and represent the college on the UCLA TAP council of directors at its quar-
terly meetings. There had to be an assurance that academic enrichment
would be imbedded in the transfer curriculum; for many colleges, that was
the first, and perhaps most forceful, impetus they had had for the develop-
ment of an “honors program,” or some equivalent that met TAP standards.
The TAP or honors program should report directly to an academic dean or
vice president and be appropriately represented in the college governance
process. There were additional recommendations for a collegewide advisory
group, including faculty members, administrators, and students, as well as
clerical support, office space, and student space appropriate to the size of
the TAP or honors program. Last but not least was the proviso that the col-
lege would be expected to assess and evaluate components of its program,
both for its own benefit and for UCLAs.

Strong academic standards were to be established both for student per-
formance and for the enriched transfer curriculum itself. The TAP or hon-
ors program was expected to set specific entrance, maintenance, and
completion criteria-for its group of general education and/or premajor
courses, which the two-year college would guarantee to offer regularly. Most
colleges in the first TAP group chose a 3.25 GPA criterion for student mem-
bership, and program completion was generally set at fifteen units of UC
transferable courses—that is, 25 percent of the 60-unit transfer requirement.
The faculty program director would be required to monitor the progress of
students and officially certify to UCLA that they had completed the program
and were eligible for the priority admission consideration.

One of the original driving forces for TAP had been the need to diver-
sify the student body at UCLA, and there was a strong expectation that cul-
turally and ethnically diverse groups of community college students would
be recruited to take advantage of the TAP opportunity. UCLA recommended
that an active network of faculty members, students, and counselors be gath-
ered at the college to share information about the program and its activities.
There should be an interweaving of UCLA resources (outreach visits by
UCLA personnel, student visitation to the university, pretransfer counseling
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by UCLA staff, articulation documents, and catalogs) with two-year college
resources (transfer center, academic and personal counseling offices, finan-
cial aid advisers, and so on). Ot key importance was the expectation that a
particular counselor would be designated to work with individual TAP or
honors students throughout their time at the college, and to represent the
counseling voice at the quarterly meetings of the TAP council.

UCLA’s Responsibilities Within TAP. The level of expectation that
UCLA pressed on its community college partners in the first years of TAP
had in some cases caused resistance among college leaders, who wondered
what they had to gain in return for such extended commitments on their
part and such intrusions into their policies and practices by UCLA. It was
especially gratifying that when the two-year institutions outspokenly
expressed their own high expectations to their prestigious partner, UCLA
concurred forthrightly and wholeheartedly. To the many warriors who
invested years of intention and energy into its fruition, the word alliance—
the very center of the TAP acronym, was at last an especially sweet reality.

To oversee TAP, and to provide the incentives sought by their transfer
partners, UCLA had designed a triune leadership structure, which enlisted
individuals from several offices of undergraduate support services under the
overall direction of an academic dean. The College of Letters and Science
would provide intersegmental linkages and build student identification with
UCLA prior to transfer, facilitate some logistics in the admissions process
and advocate for TAP-certified students during the admission cycle, support
the UCLA Transfer Student Association in its service to TAP students, and
work on special events and privileges that would develop student interest
and commitment to the University. Among these privileges were access to
library cards and a range of academic, cultural, and sporting events.

The admissions office would be responsible for disseminating informa-
tion on application procedures and special programs, as well as providing an
array of outreach services. Most important, this office would review student
applications and determine eligibility for guaranteed priority admission. One
of the great successes of TAP from the outset was the extent to which the
TAP directors at the two-year colleges were party to detailed discussions,
even protracted negotiations, with the UCLA admissions office, concerning
the progress of individual students through the transfer application process.

The most significant work in maintaining the multifaceted nature of
the collaboration between university and community college was assigned
to the UCLA Office of Academic Interinstitutional Programs. Its represen-
tative, serving also as a liaison to the UCLA faculty, would work with TAP
college administrators, faculty members, and advisory committees to
develop and expand their TAP/honors academic enrichment programs. Both
longstanding and newly created intersegmental faculty dialogues and aca-
demic alliances would be nurtured. Recruitment efforts by the two-year col-
leges, especially when extended to underrepresented populations at feeder
high schools or in community settings, would be linked whenever possible
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to special UCLA projects and grants. Periodic review of collége TAP pro-
grams and longitudinal studies of transfer student performance at UCLA
would be conducted, and the results would be reinvested in program
improvement. The office would organize task forces when appropriate, to
work with the colleges to enrich college curriculum, improve teaching
methods and strategies, and develop general programs.

Honors Within and Beyond the Transfer Function

For most of the thirty or so two-year colleges who sent representatives to
UCLA for a one-day “Build Your Own Honors Program” workshop in
December 1995, honors had to be defined in the most basic and practical
terms. The first program in California had been around for only seven years,
and by workshop time only a handful were known among over a hundred
colleges throughout the state. The organizers led the participants through
the steps of program design that provided both substance and confidence
for their work back home. The workshop motto gave them all a battle flag,
at once amusing and prophetic: we were joined once and for all in “The
Honors Conspiracy.”

By May 1986, a dramatically expanded stage, and a better prepared
audience, awaited the players. By now there were fifteen community college
honors programs in California. Again hosted by UCLA, and sponsored by
the University’s Office of Academic Interinstitutional Programs and the
Western Regional Honors Council, a conjoint conference entitled “2 + 2:
The Brightest and the Best” attracted over a hundred two- and four-year
institutions from around the United States. The call for papers issued “a
challenge to two-year and four-year institutions to provide the best post-
secondary experience possible for the broad range of our transfer-oriented
and highly motivated students.” This time, the agenda stretched over three
days, began its first day with a session called “Beginning in Honors,” and
presented a full palette of sessions on comparative program designs, admin-
istrative and political issues, faculty and student recruitment, honors class-
room pedagogy, student advisement, and models for extracurricular support.

The closing session was prophetic, and it perfectly culminated several
years of systematic work by UCLA and its regional feeder community col-
leges. It was entitled “Initiating Two-Year/Four-Year Alliances” and was pre-
sented by both UCLA and community college representatives. There, in
front of the attendees, was a total template for honors in the CCC—from
rationale to design to fruition as a principal mode of transfer for students to
the University.

Most of the Los Angeles area two-year institutions that took up the
UCLA challenge to implement TAP by committing to enrich their trans-
fer preparation curricula for students built the word honors directly into
their new programs, and duly took their case for support to campus lead-
ers. Surprisingly, responses were mixed and occasionally negative. Honors
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proponents at a number of campuses had to find ways to tiptoe through
delicate diplomatic pathways to assure approval. Because the word honors
itself seemed to be a lightning rod, several programs were driven to use
new titles and acronyms for their programs, to finesse the volatile issues
of favoritism or elitism that had proven to be endemic to the development
of honors programs across the country (Austin, 1991). One college chose
HITE (high-intensity transfer experience), several more used “scholars
program,” and virtually all construed their program in light of its value in
preparing students for transfer.

A serious difficulty faced by many honors proponents was how to
address the perception that such programs were inherently elitist because they
would serve only a small minority of students. The expectation that enrich-
ment of the curricula for these students would bring more resources and
attention their way, and would afford them and their instructors the luxury
of smaller class size and extra money and access to college resources, struck
many as antithetical to the mission of community colleges. This was worri-
some for administrators and general faculty leaders as well, because for them
the chronic problem of matching budget deficiencies and the wide range of
programs could not be reconciled as it was. Many skeptics brought up the
point that if, indeed, honors students were more talented and more motivated,
then they were inherently more able to succeed without the extra attention
and resources that honors programs seemed to require. And what of the needs
of vocational students, part-time students, and reentry students—all part of
the student population and all deserving of attention and support? For the
community colleges to fully implement honors in their own universe, they
would have to expand their vision to include vocational or occupational stu-
dents and faculty members. Following is a description of one of the few com-
prehensive community college honors programs in the country.

Building a Comprehensive Community College
Honors Program

The transfer function mandate for honors would not have been enough to
convince administrative, faculty, and student leaders in the San Diego Com-
munity College District (SDCCD). Fortunately, at the same time that the
historic discussions on academic enrichment/honors/transfer alliances were
taking place at UCLA, indeed around the country, the SDCCD was under-
going its own comprehensive self-study—the SUCCESS Project. It was
‘ordered by its publicly elected board of trustees, who gave carte blanche to
a number of broadly representative study groups to scrutinize and recom-
mend improvements in every component of district operations.

A faculty-driven subcommittee of the instructional self-study group was
commissioned to determine the feasibility of implementing an honors pro-
gram in the district. An early, and politically prudent, determination was
that an honors program must be made available to all qualified students in
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the district. This brought immediate encouragement from district leader-
ship, because it could be defended as consistent not only with the formal
mission statement of the SDCCD, but also with the State of California man-
dates for instruction in the CCC to provide transfer, occupational, remedial,
continuing/adult, and community service programs. Another key insight
came from monographs supplied by the National Collegiate Honors Coun-
cil, which stressed that “there is no one model of an honors program that
can be superimposed on . . . institutions nominally of the same sort but dif-
ferent in history, administrative structure, disciplinary organization, bud-
getary support, or student mix. The basic honors question is: What
opportunities must we make available in order to assure that the ablest
and/or most highly motivated students in this institution may have their
educational needs met?” (Austin, 1991, p. 1). It was an easy step to take in
declaring that the goal of the new SDCCD honors program would be to
enhance transferability or employability of district students.

Resolving Early Issues of Elitism. Perceptions that an honors pro-
gram would either demonstrate unwarranted favoritism to a small group of
“able and motivated” students and their professors or withhold by default
scarce resources from students who were more needy of support are com-
mon in the honors literature (Austin, 1991). Not unexpectedly, they were
raised by detractors in the SDCCD. The honors steering committee/design
group was careful to include in its rationale a set of guidelines that would
address head-on the issue of elitism. Program literature included the slogan
“Excellence with Access,” and it stressed the many ways in which honors
experiences were to be made available to students and faculty members.
Recruitment initiatives to all area high schools and to all continuing college
students would work toward broad ethnic representation and would com-
plement the curriculum vision of enrichment through interdisciplinary and
multicultural experiences. Multiple criteria would be adopted for admission
to the program, including an ultimate prerogative by an instructor to admit
students conditionally by interview.

There were even ways to turn the elitism and favoritism arguments
around. In several new and exciting ways, honors would afford to our stu-
dents the educational opportunities usually reserved for expensive private
liberal arts institutions. Once the program was running in the SDCCD and
the benefits to both students and faculty members became manifest, expec-
tations and motivation for excellence would spread beyond honors classes
to the rest of the curriculum as well, especially as the same students and fac-
ulty members were also involved in nonhonors courses. The design group
was able to show that although the district’s formal commitment was to serve
equally the needs of all its students, there was a great disparity in the atten-
tion, services, and resources allotted to the remedial student, over the “able
and motivated” student. With opposition mollified, at least to the “wait and
see” level, the steering committee could concentrate on issues of curriculum
design, course selection, and designation of teaching faculty members.
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Affording an Honors Program. Again, the timing of the SUCCESS pro-
gram was propitious. The board of trustees was able to float the nascent
SDCCD honors program on State of California lottery funds, with an eye to
monitoring the cost to benefit results for a two-year pilot project that would
not have to take money away from existing programs. This option turned out
to be very important, with support among the leaders of the three colleges
uneven, and the districtwide competition for scarce resources always “one
short step from frenzy.” It was especially gratifying that after only one year of
operation, and after a systematic evaluation that led to strong endorsement
from the Office of Research and Planning, the board voted to institutionalize
the honors program and directed that appropriate resources be supplied.

The SDCCD mandate for honors set up a district honors committee, with
faculty and administrative representation from each college, and it bestowed
authority to set up policies and procedures for the selection of courses, fac-
ulty members, and students. In its first few years, the committee’s work was
funded from district budget categories. More recently, the instructional com-
ponents have become imbedded in the operations of the individual campuses,
whereas activities common to all campuses—including conference travel,
marketing and publications, and faculty-assigned time—remain the respon-
sibility of the district.

The San Diego City College Honors Program. Even as the district
honors committee set criteria for the selection each semester of courses at
all colleges, via a department-initiated proposal mechanism, each college
began to explore its own institutional options for honors offerings. At City
College, a landmark decision by the faculty and administrative leadership
in the mid-1990s—nearly ten years after the first courses were offered on
campus—established a setting aside of funds to guarantee the scheduling of
ten honors sections per semester (which, at this writing, is about to be
expanded to twelve). Faculty coordinators continued to work hard to ensure
that course proposals would come from as many departments as possible,
deriving special satisfaction (and general kudos) from the inclusion of
courses from constituencies not traditionally served by honors: nursing, cos-
metology, business, health science/physical education, manufacturing tech-
nology, and computer and information sciences. Furthermore, it was
possible to participate in honors courses even if one were a part-time or
evening student or professor.

In the past several years, the total number of honors students at City
College has increased dramatically. The implicit maximum of just over two
hundred students—roughly the agreed-upon capacity of our ten honors sec-
tions—has long since been matched by the number of students who have
independently initiated honors contracts with their professors. At this writ-
ing, contracts provide supplementary honors-level objectives in over ninety
courses across the college curriculum and serve more than two hundred
additional students.
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Launching “The World of Ideas,” an Honors General Education
Core Curriculum. It would turn out in the long run that the curriculum
created to serve transfer students would receive the most attention from
stakeholders—both inside and outside the college community. As a set of
interconnected courses with thematic linkages, assignment and grading pat-
terns that bridged course boundaries, and extensive collaboration by
instructional faculty members, this “core” of classes was an easy conceptual
sell to prospective students, faculty curriculum leaders, college and district
administrators, and the four-year institutions to whom our students would
transfer. “A World of Ideas” was structured around courses that had already
been articulated with four-year institutions, and which would soon be fully
compatible with the Intersegmental General Education Transfer Curricu-
lum (IGETC) course pattern already approved throughout California by all
three systems of higher education. It would serve its design philosophy well:
not only would it develop curriculum diversity under the rubrics of inter-
disciplinary and multicultural/multinational education, but it would also
help draw students from diverse populations who could benefit from its
possibilities and challenges.

Developing “Our One World,” a General Education Honors Cur-
riculum with a Global Theme. The first iterations of the honors general
education core had paired first-semester courses in philosophy and En-
glish composition, followed by a second-semester pairing of Humanities 1
and English Composition 1I/Critical Thinking, and then concluded in the
second year with a second humanities course and an open elective from

among the other honors-level sections taught collegewide. The current ver-
sion of the core curriculum, “Our One World,” has permuted slightly, lead-
ing off with stand-alone cultural anthropology and English Composition 1
courses, maintaining the second-semester humanities/English pair, and
generally offering a more flexible and open selection of courses, including
honors contracts, to fill out a completion requirement of fifteen university-
transferable units. It is flavored by the work of a two-year, districtwide proj-
ect that infused key honors courses with a set of student-centered “global
competencies.” This development reinforces our view that both our hon-
ors curricula and the students we send on to four-year institutions should
reflect a high level of preparation to contribute in the broadest way to the
“global culture in the making.”

What Makes Our Honors Courses Honors? This question has been
unremitting, sometimes abrasively so, over the past fifteen years of the SDCCD
program. On one front, the district honors committee has responded with a set
of general criteria for course selection, which are employed during the process
of proposal review and recommendation. Compared with a nonhonors course
on the same content, an honors course must be distinguished by an appropri-
ate combination of its relative rigor, depth, intensity, cross-disciplinary or inter-
disciplinary character, and/or its innovative teaching/learning modalities. A
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more extended and detailed response is provided in the document that sets up
honors contracts between students and the faculty, which suggests that the
inclusion of five or more “honors attributes” distilled from an archive of hon-
ors course syllabi would constitute an honors-level experience when added to
the objectives of the nonhonors course to which the contract is attached. Pre-
suming comparison with a regular, nonhonors course, the attributes for honors
courses include (1) more advanced supplemental reading—especially of pri-
mary sources, (2) more opportunities for writing—and at a higher standard,
(3) more opportunities for student presentations to class or campus audiences,
(4) stronger enhancement of skills in critical thinking, analysis, and interpreta-
tion, (5) greater depth and/or breadth of subject matter—especially requiring
synthesis of different perspectives or points of view, (6) more opportunities for
research—particularly when student-conceived, (7) use of resources or con-
sultants from beyond the campus itself, such as university libraries or interac-
tion with business, academic, or industry personnel, (8) opportunities for
publication or public presentation of work, (9) integration of concepts and
information from a variety of sources and experiences, particularly in cross- or
interdisciplinary contexts, (10) community-based experiences, such as field
trips, interviews, and cultural events, and (11) leadership experiences within
the class structure, such as leading study groups, leading class discussions, and
assisting faculty members in preparation and delivery of instructional material.

Faculty-to-Student Relationships in Honors. From the first mo-
ments of the “Build Your Own” honors workshop at UCLA in 1985, it has
seemed axiomatic that a close working (and occasionally playing) relation-
ship between a student and a faculty member can illuminate the honors
experience for both, and it is a key ingredient in the ultimate success of the
student. From an institutional point of view, supporting faculty members in
their efforts to recreate curriculum, enrich and broaden their teaching strate-
gies, and open themselves to a more intense and collaborative experience in
presenting and discussing their course content is all of major benefit. For
those colleges that were close enough to take advantage of the opportunity,
the UCLA model of intersegmental “academic alliances” among faculty
members in various disciplines (previously described) was especially bene-
ficial in providing a stimulating and confidence-building experience for the
college professor—one that gave a pronounced boost to the quality of class-
room experiences as well as the commitment to ensure transfer readiness of
honors students back home (Banks and Byock, 1991). Students flourished
in the interactivity in and away from the honors classroom—with peers,
with faculty members, and with other college figures as well (Banks and
Byock, 1991). For many students, the intellectual and personal mentoring
that accrued in the safe, if demanding, relationship with faculty members
was acknowledged as a principal factor in their eventual success, even after
transfer. Although not all studies concur (Laanan, 1995, 1996), it has been
found that “informally, there was a socializing process within the TAP
[UCLA] that suggested [that] the combined effects of the program’s cur-
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riculum, activities, and interactions with the faculty developed a ‘political
capacity’ within students. This political capacity refers to the student devel-
oping an understanding for how academic systems work and a self-
confidence in how to manipulate them” (Banks and Byock, 1991, p. 105).

The Role of Extracurricular Experiences in Honors. Students report
unfailingly that the most enjoyable aspect of participating in a college hon-
ors program is the collaborative work, personal support, and social bonding
with their peers. It has become a significant priority in the planning process
at City College to include special activities to encourage this end: academic
events (for example, a visiting lecturer), cultural events (discount tickets to
an Old Globe play, perhaps), and purely social events (mid-term beach party,
or impromptu in-class pizza delivery). Levels of trust and willingness to
share confidences and future plans are built and sustained, and feelings of
isolation and lack of commitment seem to diminish markedly. A gratifying
level of interest has developed among honors students to participate in com-
munity service and honors societies such as Alpha Gamma Sigma—a Cali-
fornia organization, and Phi Theta Kappa—an international two-year college
organization. Students enrolled in honors classes (not a requirement for
either of the honors societies) launched the Honors Student Council, a new
student club meant to serve the honors program goals and activities more
closely. With our continuing membership in honors organizations outside
San Diego proper, there are occasional opportunities for our students to pro-
pose and deliver presentations in professional conference settings. The Hon-
ors Transfer Council of California (HTCC)—a forty-member community
college consortium—held its first annual conference for student participants
at the University of California at Irvine in March 2001, and the Western
Regional Honors Council (WRHC) and the National Collegiate Honors
Council schedule annual conferences open to student participants.

Summary and Conclusion

Community college honors programs have proliferated in California
(indeed, across the country) since the mid-1980s. Although principally
concerned with transfer students in most cases, honors has emerged on
many campuses as a flexible and adaptable component of a comprehen-
sive enrichment strategy that is used to enhance both the transferability
and the employability of students. A range of ancillary benefits is easily
discerned as well. Among them are faculty development, curriculum
innovation, and a markedly higher perception of institutional quality by
both prospective and matriculating students, as well as the external com-
munity in general. The development of intersegmental honors transfer
agreements and alliances, launched with the enthusiastic support of the
University of California and California State University segments, has
regenerated confidence in the excellence of community colleges as trans-
fer institutions.
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ity transfer students and presents a conceptual model for

{ This chapter discusses policy issues pertaining to minor-
enhancing and facilitating minority transfers.

Toward a More Perfect Union:
Reflecting on Trends and Issues for
Enhancing the Academic Performance
of Minority Transfer Students

Wynetta Y. Lee

In considering minority presence in higher education, Charles Dickens’s
reflection in A Tale of Two Cities seems applicable—it was the best of times
and the worst of times. Higher education has transitioned from a closed,
almost secret society only accessible to the sons of elite white families to a
scholarly community that is much more reflective of the nation’s citizenry.
For example, minority presence in enrollment data shows improvement
among all racial groups over a twenty-year period (National Center for Edu-
cation Statistics, 2000). '

An educated populace benefits not only individuals but also the local,
national, and international levels of community. Research has shown that
there is a positive relationship between educational attainment and income
earnings (Nettles and Perna, 1997). Higher income earnings enable citizens
to be self-reliant contributors to society rather than dependents on public
resources. Although there has been progress in the minority attainment of
associate’s and bachelor’s degrees, the progress has been slow, leaving
tremendous room for improvement. Successful movement of minorities
through the education pipeline from two- to four-year institutions is a
strategic means for raising the educational attainment levels of minorities,
ultimately improving their income earning potential.

The movement of minorities through the education pipeline from two-
to four-year institutions is a phenomenon that merits investigation. A qual-
itative research paradigm was selected because it is best suited for discovery
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of the issues that enhance or deter successful transfer between institutions
from the transfer student’s perspective. The intent was to identify students
who successfully transitioned between institutions and to gain an under-
standing of the recurring themes that could possibly be used to foster the
transfer success of other minority students. To that end, qualitative data were
collected from minority (African American) students who demonstrated suc-
cess in movement through the education pipeline. Students were identified
through institutional records and were selected for possible inclusion in the
study if they successfully completed twelve or more hours at a two-year insti-
tution prior to transfer and if they had successfully completed twelve or more
hours at the four-year institution. These data were collected by using a semi-
structured interview protocol to guide the interview sessions. A series of one-
hour interview sessions (four focus groups and three individual interviews)
were conducted and the sessions involved a total of twelve African American
students at a large Research I university in the southeastern United States.
Data analysis consisted of content analyses of interview data to determine
the recurring themes that emerged from the data. The decision rule for a
recurring theme was that it had to emerge in three of the focus groups and
two of the individual interview sessions. Therefore, the themes would reflect
the consensus of the majority of the students in the sample. The major recur-
ring themes that have emerged from the analysis of the qualitative data indi-
cate that the influences of policy, programs, performance, and people either
enhanced or deterred the success of transfer students.

Policy

The general policies regarding transfer are found in articulation agreements
between institutions, with an emerging trend of articulation agreements be-
tween systems of public higher education. The articulation agreements, under
ideal circumstances, are a means of standardizing the transfer process and the-
oretically should enhance the chances of movement through the educational
pipeline. Although the process is specified on paper, the implementation of the
process is subject to interpretation by many within both institutions. A policy
that is intended to make the process clear and specific is, in effect, a source of
confusion and frustration for the students whom it is intended to benefit. One
female student described the frustration of the transfer process as “running in
quicksand.” She went on to report that “when you think you understand the
rules, they change, leaving students feeling as though they are moving but
sinking fast.” The data indicate that the information the students received
about the transfer process at the two-year institutions would somehow become
either obsolete or inaccurate when they reached the university.

The consequences of the policy knowledge gap between the two- and
four-year institutions were clearly articulated by one female student who
stated, “It’s a scary thing to find out that you are clueless when you are
walkin’ 'round thinking that you got it all together. It’s just by luck that I
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found out I was going down a dead-end path when I got here. I found out
by accident when one of the white girls from my school [community col-
lege] just happened to be moaning to me about what she had to take. . . .
It’s like the rules changed and nobody told me.”

The university requires academic advising for students that will keep
them accurately informed about institutional policy. However, the data sug-
gested that students are seldom proactive in seeking advice or in confirming
the accuracy of their information on a regular basis, which could be a deter-
rent to their successfully completing their degree. Efforts of institutions to
be more intrusive in disseminating transfer policy, especially as requirements
change, would likely be an asset to successful college transfer.

Programs

Two-year institutions have specific curricular programs that are identified for
students who intend to transfer to four-year institutions. These programs,
according to the data, have staff members who are designated to guide stu-
dents’ curricular decisions, identify other student needs, and point them in
the right direction for addressing their needs. The two-year institutions the
students in the study attended were much smaller in size than the university
and much easier to manage. However, students indicated that there is not a
specific transfer program at the university that lends the same initial support.
The students have advisers available to help them make course selections,
but they lack a sense of having a centralized source of information. Although
essential information was disseminated through orientation activities, the
vast amount of material was too much to absorb for effective use at a later
time. In addition, the size of the university and the numerous offices that
could only serve specific needs contributed to the students’ sense of detach-
ment from the institution. One student indicated that the process of getting
information in the university was “like surfing the Internet—if you are per-
sistent you will luck up on what you need to know.”

The data indicate that students still occasionally contact faculty and
staff members in the two-year institutions for advice and support and that
they struggle to find a faculty or staff mentoring relationship in the univer-
sity similar to that which they experienced in the two-year college. One
male student illustrated this point when he stated, “This place is soooo
white and T am obviously not! I am sure they look at me and see a black man
who won't make it here. . . . Nobody has proved me wrong yet. It's better for
me to call somebody I already know [to ask questions] back at my old
school than it is to ask anybody anything around here 'cause I don't want
them [university faculty and staff] to think I'm weak.”

Often, minority transfer students rely on other students they know for
information and even advice regarding academic planning. This type of peer
mentoring is very informal and unstructured. However, the interactions are
also unsupervised and the quality of information exchanged is unknown. A
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more structured mentoring function, especially during the first year of trans-
fer, would benefit students by demystifying the university environment,
which would promote a stronger feeling of connection to the institution.

Performance Assessment

Students indicated that they were happy to participate in the study because
it was the first time they were asked about their educational experiences
and their level of satisfaction with the university. Institutional assessment
strategies that focus on this group would not only yield important infor-
mation about organizational performance—such as how many students are
entering and persisting in which fields, but it would also provide a means
of helping students feel connected to the institution as a valued asset. One
African American female student who planned a major in physical and
mathematical sciences illustrated this pattern clearly when she expressed
her appreciation for being invited to participate in the study. According to
a female student in mathematics:

This is a very big place and everyone is busy, locked into the pressure of their
own worlds. 1 often wonder if anybody even knows that 1 am here or if 1 am
simply just another number in the crowd. 1 have good support from my fam-
ily and from my friends and it helps me to stay in my right mind. It is easy to
go crazy around here if you don’t have a rope to hold on to. 1 just wish that
this study was goin’ on when 1 first came here because 1 would have known
that somebody was at least thinking about what 1 might be going through
being black and female in a science and math area.

It was interesting to discover that institutional performance assess-
ments could have a positive effect on both the students’ connection to the
institution and their sense of identity and value to the institution.

People

Minority students in predominantly white institutions must find ways (pos-
itive and some not so positive) to manage their cultural realities within the
university environment. Positive management of their cultural realities is
dependent on the quality of interaction they have with staff members, how-
ever brief that interaction might be. Cultural competence is the extent to
which an individual can effectively communicate in cross-cultural situations
(Hernandez, Isaacs, Nesman, and Burns, 1998). Cross-cultural communi-
cation between minority students and predominant-race faculty and staff
members is very likely, given the numbers in each group. Culturally com-
petent faculty and staff members are an important component in helping
minority students feel a connection with the university.
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Students were asked to discuss their ability to communicate with faculty
and staff members belonging to a different race. The emerging themes indi-
cate less than positive circumstances for cross-cultural communications with
university personnel. Students were uncomfortable and suspicious during
these interactions. One young man illustrated this condition when he indi-
cated that “the [white] people say they want to help but I get the feeling that
I'm one great big fat bother. They stare at you when you’re talking—looking
at you like you're stupid. You can see them wondering how you got in here.
The only thing worse is when they talk to you with extra politeness in a really
soft voice. It makes you feel small. 1 always wonder if they are tellin’ me right.
That stuff stays on my mind when 1 should be getting work done.”

What the student perceived as staring is most likely viewed among
institutional staff members as being attentive—a cultural difference in effec-
tive communication between races. Clearly, culturally competent staff mem-
bers who can communicate well in cross-cultural circumstances would
enhance students’ ability to successfully move toward degree completion in
the transfer process.

Concluding Thoughts

It is understandable that research universities cannot embrace a philoso-
phy of being “all things to all people.” That mission is being filled by the
nation’s community colleges. Nonetheless, universities should become
more things to more people, given the increasingly diverse populations that
are being served.

Clearly stated policies regarding college transfer and articulation poli-
cies are beneficial, but ensuring that the respective policies are up to date
and widely disseminated at all institutions is crucial to enhancing minority
transfer and would probably help majority students.

Moreover, four-year institutions must carefully monitor practices to
ensure that all transfer students are treated in an equitable fashion. It is very
important for four-year institutions to assess the level of cultural compe-
tence that faculty and staff members have for effectively interacting with
minority students. Verbal language, tone of voice, and body language are all
essential elements in cross-cultural communication that institutional staff
members should consider from the students’ perspective.

Successful policy and practice will require four-year institutions to
make the transition from providing educational and other services in a mass
delivery system to accommodating the diversity of its students, including
minority students who transfer from two-year institutions that reward teach-
ing to four-year institutions that reward research. This transition is likely to
be a major investment on the part of the university. However, the potential
reward of minority students’ successful movement in the educational
pipeline toward degree completion is well worth the investment.
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addressing the issues of students who transfer between
community colleges and public universities in the state of
Oregon. Implications for policymakers and institutional
practitioners are discussed.

5 This chapter highlights findings from a recent study

Student Transfer Between
Oregon Community Colleges
and Oregon University
System Institutions

James C. Arnold

In 1999, the Oregon Joint Boards of Education (the Board of Higher Edu-
cation and the Board of Education) accepted and endorsed a report on trans-
fer and articulation that was subsequently presented to the 70th Oregon
Legislative Assembly. That document, entitled “A Plan for Course and
Credit Transfer Between Oregon Community Colleges and Oregon Univer-
sity System Institutions” (Oregon University System, 1999), had been man-
dated in HB 2387 (ORS 341.425) as passed by the 69th Legislative
Assembly. Concerns about the viability of the student transfer process, espe-
cially as it pertained to community college students who wished to transfer
to an Oregon University System campus, had led to the legislation and the
subsequent joint boards report.

The plan stipulated, and then fully substantiated, two major premises
about the student transfer process in Oregon—namely, that (1) course and
credit transfer among the public institutions is a successfully completed
process in the overwhelming majority of cases, and (2) an effective infra-
structure is currently in place to monitor as well as address course and
credit transfer issues when they arise. Communication and collaboration
efforts between the community colleges and universities—the two major
themes of the report—were exhaustively documented to demonstrate the
effectiveness of the present system.

One of the concluding elements of the plan, however, called for “ongo-
ing data-collection and research efforts”"—in order to continue monitoring
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the course and credit transfer process and to guide future policymaking in
this area. A study was recently completed (Arnold, 2000) in response to that
recommendation. This chapter presents a summary of that project—a prod-
uct of four years of data-matching efforts by the Oregon University System
(OUS) and the Department of Community Colleges and Workforce Devel-
opment (CCWD). Implications for policymakers as well as institutional
practitioners are also addressed.

Methods and Data Sources

Of course, using such a broad definition of transfer may be viewed as some-
what problematic. Captured in this definition, for example, are students such
as (1) “reverse transfers” (university students who may enroll for a commu-
nity college course during the summer term), coenrolled students (students
simultaneously enrolled in a community college and a university), and grad-
uate students (who may, for example, enroll in a community college for per-
sonal enrichment or employment-enhancing experiences). However, sorting
these students out has not yet been possible (or attempted) using the data-
matching methods employed for this study. This broadened definition of trans-
fer student should be kept in mind when viewing the data presented here.

The data used in this study, presented to assess the status of transfer
student activity and performance in the state of Oregon, are now regularly
collected by OUS and CCWD. Each year since 1995-96, the staff of OUS
and CCWD have collaborated in a data-match project whereby the social
security numbers (SSNs) of all community college and public university stu-
dents are compared. Information about students who were community col-
lege students one year and then were enrolled at an OUS institution the next
academic year may be extracted by matching these SSNs. In comparing
records from the two sectors in this manner, the definition of transfer stu-
dent is greatly expanded over the individual OUS institutional definitions,
which define transfer students as those admitted students who have pre-
sented a minimum number of hours of college-level work as evidence of eli-
gibility for admission. Using these data, it is possible to obtain a broader
picture of the scope of transfer activity, as well as to better gauge the per-
formance of students, once they make the transition from community col-
lege- to university-level work.

Results

Data from each of the last four years are summarized in the following tables.
Not all data elements are available for all four years of the data-match project,
however. The ability of community colleges to synthesize and forward their
data to CCWD improves each year, as does the expertise of the OUS and
CCWD personnel charged with sorting and matching the data. Every year of
the data-match effort, the reliability of these data is believed to increase.

\
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All Oregon Community College Students Transferring to an Ore-
gon University System Institution: Total Number and Proportion by
Gender, Race, and Residency Status. The number of students who were
enrolled at an Oregon community college one year and then enrolled at an
Oregon University System institution the next year are listed year by year
and summarized in Table 5.1. The “Academic Year” column indicates the
year students enrolled in QUS—that is, on any campus for any course.
Those students had attended an Oregon community college the previous
year—that is, any campus, any level of activity. For each of the four years
included in this study, the total number of students “transferring” is listed
in the “All Transfers” column and is compared with the total number of
“Admitted Transfers” for the academic year. The figures are unduplicated
counts of all students at all levels.

For 1998-99, the racial and ethnic distribution of all Oregon commu-
nity college transfer students is presented in Table 5.2. In an unduplicated
count for 1998-99, other characteristics of “all transfer” students include
the following: 54 percent were female and 46 percent were male; 95 percent
were Oregon residents and 5 percent were nonresidents (for fee purposes).
Furthermore, 4,244 students were transfer students from sources other than
Oregon community colleges. Of these, 1,274 were from other Oregon col-
leges and universities and 1,958 were from out of state, with 1,012 having
unknown origins. These 4,244 students who transferred into an OUS insti-
tution represented a total of at least 426 campuses from around the world.

Summary. Overall transfer student activity from year to year is quite sta-
ble in Oregon; the number of admitted transfer students and “all transfers”
has risen modestly between 1996-97 and 1998-99. A majority (54 percent)
of transfer students are female, and the overwhelming majority (95 percent)
of the Oregon community college-to-OUS transfer population are Oregon res-
idents for fee purposes. QUS institutions generally attract transfer students of
color from the community colleges in at least the same proportion in which
they are represented on the two-year campuses. In addition to attracting Ore-
gon community college transfers, QUS also attracts a large number of other
transfer students, both from within Oregon and from outside the state.

Table 5.1. Comparison of “All Transfers” (from Oregon Community
Colleges to Oregon University System Institutions) per Academic Year
with “Admitted Transfers”

Academic Year All Transfers Admitted Transfers
1995-96 10,359 3,330
1996-97 10,255 3,158
1997-98 10,280 3,327
1998-99 11,595 3,687
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Oregon Community College Students Completing an Associate of
Arts/Oregon Transfer (AA/OT) Degree: Total Number, Proportion, and
Average Credits Transferred, and Lower-Division Collegiate Students
Transferring. For the four years of the data-match project, Table 5.3 lists
the numbers of associate of arts/Oregon transfer (AA/OT) degree-bearing
students who have appeared on OUS campuses the following year (as well
as the percentages of all AA/OT degrees awarded the previous year). The
average number of quarter credits accepted by OUS institutions upon trans-
fer are available for two of the years of this project. Both the number and
proportion of transfer degree students have remained stable, as well as the
number of credits transferred, which is slightly above the minimum num-
ber required (ninety) for the AA/OT degree itself. (Note: Students who
transfer to an OUS institution with an AA/OT have fulfilled all the lower-
division general education requirements of the receiving institution and are
permitted to register as juniors.)

Table 5.2. Comparison of Race/Ethnicity of All 1998-99 Transfer
“Students (from Oregon Community College to Oregon University

System Institution) with All Community College Students
and All OUS Students

1998-99 Transfer 1997-98 All OR 1998-99 All OUS
Race/Ethnicity Students CC Students Students
Asian 7.1% 2.8% 6.1%
Black 1.3% 1.3% 1.5%
Caucasian 74.6% 63.4% 73.0%
Hispanic 3.3% 5.3% 3.1%
Native American 1.4% 1.4% 1.3%
International 1.9% 2.0% 5.8%
Unknown 10.3% 23.8% 9.1%
Total 100.0% 100.0% 100.0%

Table 5.3. Number of Students Completing an Oregon Transfer
Degree One Year and Then Enrolling in an Oregon University System
Institution the Next Academic Year

Academic AA/OTs % of All Average Credits
Year Transferring In AA/OTs Transferred In
1995-96 895 48% Not available
1996-97 1,101 56% 98
1997-98 1,015 55% 99
1998-99 1,037 54% Not available
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Most Oregon community college students transfer to an QUS institu-
tion without having completed a community college degree. In fact (see also
Table 5.1), the total number of AA/QOT transfers is about 10 percent of “all
transfers” and less than one-third of “admitted transfers.” The total number
of students who were enrolled in a lower-division collegiate course or pro-
gram is reflected in Table 5.4. Lower-division collegiate students are those
who have a declared major, indicating their intent to eventually transfer to
a baccalaureate-granting institution.

Summary. These data indicate that the number of students having com-
pleted the AA/OT who transfer to OUS is essentially stable and represents
approximately 55 percent of all students who earn the baccalaureate degree
in any given year. The percentage of students enrolled in a lower-division
collegiate program for any year, and who then transfer, is also essentially
stable, although they transfer at a lower rate than those students having
earned a transfer degree. The number of AA/OT graduates who appear on
an OUS campus in a year other than the one immediately following their
degree is unknown, although the assumption is that more of these students
do eventually appear.

Oregon Community College Students Transferring to an Oregon
University System Institution: Academic Performance After Transfer.
Many first-time freshmen, transfer students, and other continuing students
are in need of remedial coursework at some point. Table 5.5 outlines the
total number of Oregon community college students who enroll in reme-
dial mathematics courses during their first year at an OUS institution.
Remedial mathematics is defined, for the purposes of this study, as any
math course with a number below 100. Data such as these are important

for estimating the level of preparation and eventual success of students who

pursue a bachelor’s degree. Adelman (1999, p. vii) has found that the high-
est level of math studied in high school has “the strongest continuing influ-
ence on bachelor’s degree attainment.” That is, completing a high school
course beyond second-year algebra more than doubles the chance that a
student will ultimately complete a baccalaureate degree.

Of the 4,244 undergraduate students attending an OUS institution in
the “other transfer” category for 1998-99 (all transfer students whose last
institution attended was other than an Oregon community college or who

Table 5.4. Number of Lower-Division Collegiate (LDC) Students
Enrolled at an Oregon Community College One Year and Then Enrolling
in an Oregon University System Institution the Next Academic Year

Academic LDC Transfer Total LDC % of LDC Students
Year Students Students Transferring
1997-98 7,767 54,895 14%
1998-99 8,202 57,415 14%
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Table 5.5. Oregon Community College Students Taking Remedial
Mathematics After Transfer to an OUS Institution

All Undergraduate Number Taking % Taking
Transfers Remedial Remedial
Academic Year " (Unduplicated) Mathematics Mathematics
1996-97 6,691 46 0.7%
1997-98 8,231 65 0.8%
1998-99 9,098 82 0.9%

Table 5.6. Academic Performance of All Oregon Community College
Transfer Students in All Oregon University System Courses

All Undergraduate GPA

Academic Year Transfers (Unduplicated) for All Courses
1996-97 7,546 291
1997-98 8,062 292
1998-99 8,865 2.94

had attended an Oregon community college in another year), fifty-three of
them (1.2 percent) enrolled in remedial mathematics during the year.

Turning to the performance of Oregon community college students in
their primary academic courses after transfer, Table 5.6 lists, for three of the
years of the data-match project, the overall grade point average (GPA) for
all transfer students enrolled in graded courses. By way of comparison, the
4,070 students attending an OUS institution in the “other transfer” category
for 1998-99 (all transfer students whose last institution attended was other
than an Oregon community college or who had attended an Oregon com-
munity college in another year) earned an overall GPA of 3.06, and the
6,988 first-time freshmen earned an overall GPA of 2.80.

In terms of academic performance of Oregon community college trans-
fer students in a specific disciplinary area, Table 5.7 presents two years of
GPA data for those enrolled in OUS math courses. By way of comparison,
Table 5.8 lists the performance of first-time freshmen as well as other trans-
fer students in the same courses (for the 1998-99 academic year only).

In addition, Table 5.9 illustrates the academic performance of Oregon
community college students in a variety of disciplinary areas for two aca-
demic years. “Arts and letters” includes such areas as art, communication,
English, journalism, music, humanities, philosophy, and theater. “Sciences”
includes such areas as biology, chemistry, physics, astronomy, engineering,
and geology. “Social sciences” includes such areas as anthropology, geogra-
phy, history, political science, psychology, and sociology. “English composi-
tion” includes all college-level writing courses. By way of comparison, Table
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Table 5.7. Academic Performance of Oregon Community College
Transfer Students in Math Courses

Math 1997-98 Transfer 1998-99 Transfer

Course Students Enrolled GPA Students Enrolled GPA
College algebra 1,032 237 1,204 2.50
Precalculus 943 2.37 1,018 2.35
Calculus 654 2.49 733 2.55
Math beyond 348 2.72 427 2.64

calculus
All math courses 2,608 2.48 2,941 2.50

Table 5.8. Academic Performance of First-Time Freshmen and Other
Transfer Students in Math Courses

1998-99 First-Time 1998-99 Other
Math Course Freshmen GPA Transfer Students GPA
College algebra 2,460 2.35 514 2.68
Precalculus 1,559 2.62 441 2.64
Calculus 1,063 . 2.75 304 . 2.67
Math beyond 261 2.80 143 2.71
calculus ‘
All math courses 4,152 2.51 1,234 2.68

5.10 lists the performance of first-time freshmen as well as other transfer
students in the same disciplines (for the 1998-99 academic year only).
Summary. The data pertaining to the performance of transfer students
presented in Tables 5.5 to 5.10 have been considerable. Based on the find-
ings, the observations that follow appear to be reasonable. The number of
transfer students taking remedial mathematics the first year at their OUS
campus is very small, totaling less that 1 percent of all transfer students. The
aggregate performance of all community college transfer students in all of
their OUS courses during the first year after transfer demonstrates an over-
all GPA greater than 2.90. This compares favorably with first-time freshmen,
who, overall, exhibit an average GPA of 2.80, as well as with other transfer
students, who earn an average GPA of 3.06 (1998-99 data). The data for
mathematics courses show that community college transfer students per-
form acceptably. In 1998-99, for college algebra courses, community col-
lege transfers (2.50) outperformed first-time freshmen (2.35) but did less
well than other transfer students (2.68). In precalculus, calculus, and math
beyond calculus, community college transfers did slightly less well than
first-time freshmen or other transfers. In looking at all math courses, com-
munity college transfers (2.50) performed at the same level as first-time
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Table 5.9. Academic Performance of Oregon Community College
Students in Various Disciplinary Areas

Disciplinary 1997-98 Transfer 1998-99 Transfer

Area Students Enrolled GPA Students Enrolled GPA
Arts and letters 4,342 3.01 4,702 3.03
Sciences 4,267 2.69 4,553 2.72
Social sciences 5,301 2.88 5,766 2.90
Foreign languages 966 3.05 " 1,047 3.07
English composition 1,278 3.05 1,333 3.10

Table 5.10. Academic Performance of First-Time Freshmen and
Other Transfer Students in Various Disciplinary Areas

Disciplinary 1998-99 First-Time 1998-99 Other

Area Freshmen GPA Transfer Students ~ GPA
Arts and letters 4937 2.88 2,295 3.16
Sciences 4,803 2.59 1,893 2.84
Social sciences 5,198 2.59 2,561 3.00
Foreign languages 1,185 3.12 512 3.25
English composition 4,054 3.02 699 3.30

freshmen (2.51), but not quite as well as other transfers (2.68). In a variety
of other broad disciplinary areas, community college transfer students also
performed well. In 1998-99, in the “arts and letters,” “sciences,” “social sci-
ences,” and “English composition” areas, community college transfer stu-
dents had overall GPAs that were better than those of first-time freshmen
and slightly lower than those of other transfers. In “foreign languages,” com-
munity college transfer students (3.07) placed about the same as first-time
freshmen (3.12) but behind other transfers (3.25).

Retention and Graduation of Oregon Community College Transfer
Students at Oregon University System Institutions. Although not specif-
ically a part of the data-match project, the data presented in this section are
significant in completing the overall picture of the transfer process in the
state of Oregon. The rate at which transfer students persist in their pursuit
of the baccalaureate, as well as the rate at which they graduate, has histori-
cally been of great interest to all who are involved in decisions and policy-
making regarding community college transfer students. Data illuminating
these issues follow; data regarding native OUS first-time freshmen are also.
included for comparison.

At the outset, however, it might be appropriate to note that presenting
and examining data of this nature are based on rather outdated notions
regarding student enrollment patterns. The concept of “linear transfer,”
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Table 5.11. Retention and Graduation of Community College
Transfer Students: 1993-94 Cohort, Four Years After Entry (1997)

Status Number of Students Percentage of Total
Continuing 203 7.9%
Graduated 1,626 63.1%
Stopped out 747 29.0%
Total 2,576 100.0%

Table 5.12. Retention and Graduation of First-Time Freshmen:
1993-94 Cohort, Six Years After Entry (1999)

Status Number of Students Percentage of Total
Continuing 365 5.4%
Graduated 3,554 52.8%
Stopped out 2,813 41.8%
Total 6,732 100.0%

whereby students are viewed as going from high school to community col-
lege and then on to a four-year institution, in a linear fashion, and seeking a
degree in a timeline that has been thought “traditional” (in four, five, or six
years) has been demonstrated to be a part of higher education mythology
(Kinnick and others, 1998)—at least in terms of student behavior in the
1990s. When viewing data that are presented in such a way as to suggest that
students should persist in their educational pursuits continuously, and then
graduate in a “timely” fashion, the warning should be issued that students
do not necessarily think or behave in these ways. Students today move in and
out of attending college, they move between and among the institutions in
the entire postsecondary sector, and they may have goals in mind that do not
necessarily make a six-year graduation rate a meaningful statistic.

Given the caveats previously mentioned, however, retention and grad-
uation data follow. Table 5.11 presents systemwide data for Oregon com-
munity college transfer students four years after their entry into OUS. Table
5.12 then presents systemwide data for native OUS first-time freshmen, six
years after entry. These data are presented as merely a starting point for
analysis, however. It is difficult to determine the most appropriate manner
in which to make transfer student versus native student comparisons. In
Table 5.11, transfer students in this entering cohort come to OUS with a
variety of experiences—from having the minimum number of credits to
qualify as an admitted transfer student to entering OUS with an associate’s
degree. Is it legitimate to compare this group four years after entry with all
first-time freshmen six years after entry? Probably not. However, if allowed
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to make this comparison, transfer students appear to fare quite well in their
university experiences: 63.1 percent have graduated in four years, compared
with 52.8 percent of first-time freshmen in six years’ time.

A more reasonable and informative manner in which to look at gradu-
ation data for these groups might come from a comparison of first-time fresh-
men who were able to persist through their first year and transfer students
who enter OUS with a year or more (45 to 89 quarter credit hours in the
group chosen here) of college credits earned at a community college. These
data are presented in Table 5.13 for two different cohorts of native OUS stu-
dents and Oregon community college transfers, six years after entry. In this
comparison, community college transfers graduate at the rate of about 62
percent and native OUS freshmen graduate in the 65-68 percentage range.

These data are not inconsistent with findings presented for community
college students in the Portland metropolitan area (Kinnick and others, 1998),
which demonstrate that for those students transferring to Portland State Uni-
versity from a metro-area community college with an associate of arts/Oregon
transfer degree, 67 percent completed their baccalaureate degree. The results
for Oregon, though, may be somewhat behind the trend that has been demon-
strated nationally. Adelman (1998) has found that, overall—on the basis of
an examination of the national longitudinal data from the “High School and
Beyond/Sophomore Cohort” (covering the period from 1980 through 1993)—
67 percent of students who enrolled in a two- or four-year college directly
from high school and attended a four-year college sometime earned a bache-
lor’s degree. Of those students who earned 60-plus semester credits (the equiv-
alent of 90-plus quarter credits or a two-year associate’s degree) and attended
a four-year college sometime, 79 percent earned a bachelor’s degree.

Summary. These data tend to make certain assumptions about student
behavior that may or may not be valid. Students today flow freely between
and among institutions and pursue their academic goals in such ways that
do not necessarily make these graduation rates meaningful statistics. The
graduation rates of community college transfer students and those of native
students compare quite favorably, however. Transfer students with at least

Table 5.13. Comparison of Six-Year Graduation Rates of OUS
First-Time Freshmen Who Persisted Through First Year and Oregon
Community College Transfer Students Who Transferred
with 45-89 Credit Hours

Graduation Rate of F irst-Time Graduation Rate of Community
Freshmen (completing one College Transfers (with 45-89
Entering Cohort year at OUS) transferable hours)
88-89 65.2% 61.9%
93-94 67.6% ‘ 62.0%
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one year’s worth of academic credit have a six-year graduation rate of about
62 percent, whereas native students who persist through their first year have
a six-year graduation rate of about 65-68 percent.

Discussion and Policy Implications

Taken together, the Oregon-specific match data pertaining to transfer stu-
dents, along with the persistence and graduation data, provide a compre-
hensive look at the phenomenon of student transfer in Oregon. This section
is devoted to providing a thoughtful examination of this information.

Transfer Rates and Enrollment Patterns. From enrollment manage-
ment as well as broader policy perspectives, the number of community col-
lege students transferring to four-year campuses is a matter of great interest
to institutions on both sides of the transfer divide. Many agreements and
programs (in Oregon and elsewhere) have been developed in recent years
to facilitate the transition for students, not only with good intentions in
mind to ease any possible “transfer shock” (Hills, 1965) that students might
experience, but also with an anticipated outcome of increasing the enroll-
ments of transfer students. However, as much of the research has shown,
and Oregon figures bear out, the numbers of transfer students from com-
munity colleges to baccalaureate institutions are not experiencing much
growth. Questions that naturally come to mind include: Why is this so?
Should we be doing better? What would “doing better” mean?

Unfortunately, furnishing answers to these questions is highly prob-
lematic. Researchers (for example, see Grubb, 1991) who study the trans-
fer process on a national level are able only to speculate on the reasons for
“the declining transfer rate.” If Oregon should be doing better with num-
bers of transfer students, that leads to the question: Better than what (or
whom)? Data from the neighboring states of Washington and California, for
example, indicate that these states have experienced a period of at least five
years of stagnant or declining numbers of transfer students entering the
public baccalaureate-granting institutions from the community colleges.

In terms of transfer rates in Oregon, this study has examined the num-
ber of students entering an OUS institution the year after earning an AA/OT
degree. These data indicate that slightly over 50 percent of AA/OT recipi-
ents enroll at OUS campuses the year following their degree. Is this a rea-
sonable fraction, given that, a priori, one might suspect that earning a
transfer degree signals a student’s transfer intent? Again, this is a difficult
question to answer, and further investigation is required to place this per-
centage in a larger context. For example, if one tracks a particular cohort of
AA/OT recipients out further than the one-year time period reported here,
will data indicate that more of these transfer degree recipients actually
appear at an OUS campus? And even more difficult to determine, what is
the proportion of AA/OT recipients who ultimately enroll in a private or
out-of-state institution?
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Research on the topics of student enrollment patterns and choices,
nationally and in the state of Oregon (de los Santos and Wright, 1990; Kin-
nick and others, 1998), suggests that students today do not necessarily
attend high school, community college, and a four-year campus in a linear
fashion. Students often enroll in more than one institution at a time, trans-
fer back and forth between campuses, and take courses when and where
they are most conveniently available to them.

Consequently, in Oregon, to accommodate the needs of students who
desire to combine community college and four-year campus coursework in
pursuing a baccalaureate degree, many partnership agreements and dual-
enrollment/co-admissions programs have been implemented. Programs such
as these have been little studied, though, and more recent and reliable data
are needed to track the trends, successes, and limitations of such entities.

Given these considerations, then, the following recommendations are
offered for policymakers in Oregon:

* Follow-up on students in Oregon who earn the associate of arts/Oregon
transfer degree should be enhanced to include tracking of these students
more than one year past their degree (and possibly gathering information
about those students who choose not to attend a four-year institution, to
see how their degrees are being used).

* Data-collection efforts on students simultaneously enrolled in two- and
four-year campuses should be expanded. These students are so enrolled
as part of official programs as well as by individual student choice. Not
enough is known about these students at this time to make well-informed
policy decisions.

¢ Data-collection efforts should be expanded to include follow-ups on stu-
dents, focusing on the academic major they pursued after transfer. The
academic programs in which transfer students enroll may be able to
inform curricular decisions at the campus level in both sectors.

Credit Transfer (Acceptance and Loss). Credit acceptance remains
a prime concern in any discussion of transfer students. Students frequently
lament that credits earned were lost in the transition. Information from the
data-match effort shows that students transferring with an AA/OT degree
bring about 98-99 credits to their OUS campus, which is slightly over the
90-credit minimum for the degree. These credits transfer in as a block,
meaning that all the credits earned for the associate’s degree are accepted
and transcripted at the four-year level. Even for these students, though,
there is the perception of credit loss, as not all of the credits earned always
apply to specific major, minor, or other requirements. It is often important,
therefore, to remind students that regardless of the amount of work they
transfer in, requirements for the baccalaureate must still be met.

Of course, students need not complete a transfer degree before
enrolling in a four-year institution. A study of student transcripts in the
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Portland metropolitan area (Kinnick and others, 1998) found that the aver-
age number of community college credits earned by transfer students was
91, of which, on average, 76 were accepted for transfer, leading to sugges-
tions of credit loss. This study also led to a classification of the reasons
earned community college credits were not accepted, including:

 Low grade: transfer courses in which students had earned unacceptable
grades

» Developmental education course: credits earned in non-college-level
courses

* Professional-technical course: credits earned in professional-technical areas
that were not designed for transfer to a four-year institution

* Duplicate course: credits appearing on the transcript but which were taken
more than once : *

* Over maximum allowed: credits earned beyond the 108 quarter credits that
institutional policy allows for transfer

Given the number of legitimate reasons, then, that a student’s credits
may not apply as anticipated, a much more realistic way to look at this issue
is “simply the fact that non-transferable credits were submitted to the uni-
versity” (Bach and others, 1999, p. 4).

Still, institutions do bear some responsibility, along with their students,
to ensure the best use of time and resources, which certainly could include
trying to maximize the number of credits accepted. Of critical importance
in this process is the role of the adviser, whether that be a faculty member,
counselor, or designated individual in an advising office. Staff members
charged with dispensing advice to students interested in the transfer process
must avail themselves of the most up-to-date information concerning the
various options students may wish to pursue, including the transfer degree,
dual enrollment programs, articulation agreements for specific programs,
and informal arrangements between two- and four-year campuses designed
to benefit students who transfer. Students and advisers alike must be sure
that they are fully informed about the requirements that need to be fulfilled
in order to earn a baccalaureate degree.

Hence, efforts already underway on many campuses should be contin-
ued to expand advising information and services available to students with
the development and implementation of electronic advising centers. The
more information readily available to students, the better they can be served
and the better the decisions they will make.

Student Performance. The transfer shock (Hills, 1965) phenomenon
is much discussed when addressing the performance of community college
transfer students upon their arrival at a four-year campus. There is consid-
erable evidence (Diaz, 1992) to support, as well as refute, the transfer shock
notion that the grade point averages of students decline soon after transfer.
The data presented in this chapter do not speak precisely to the notion of
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transfer shock, as no comparisons are made between student performance
before transfer and that after transfer. However, the data clearly demonstrate
a quite acceptable level of student performance for Oregon community col-
lege students who enroll in an OUS institution.

Given the picture provided by these data, then, a reasonable inference
is that there is not much of a difference in academic ability between the
Oregon community college students and native Oregon University System
students who pursue the baccalaureate. Given the overall academic perfor-
mance of community college students, it would not be unreasonable to con-
clude that if transfer shock is present for these students, a recovery is likely
to be made within the first year (for a result that might be expected, based
on other studies, see Diaz, 1992). Oregon community college students
appear to be ready for the academic expectations placed on them when they
arrive at the four-year campus of their choice, effectively dispelling the myth
of inadequate transfer student preparation. Those students who transfer, and
have the goal of the baccalaureate in mind, are successful at Oregon Univer-
sity System campuses.

While the aggregated match data are quite useful in presenting the pre-
vious analysis, there is at least one limitation of these data: no information
about the performance of individual students is available to community col-
leges that may wish to track student success at that level. This has been a
frustration expressed by community college advisers, faculty members, and
administrators, even though privacy concerns prohibit such individual stu-
dent tracking through the use of these data. It is this limitation, however,
that gives rise to the recommendation that Oregon University System and
Oregon community college administrators and data experts explore (or
develop) the legal and ethical means by which to exchange unit-record data
so that the success of individual students and small cohorts may be tracked
and reported.

Persistence and Graduation. The questions of how well transfer stu-
dents persist toward, and ultimately graduate with, a baccalaureate degree
are important, especially in terms of comparing the experience of transfer
students with that of students native to the four-year campus. Recall, how-
ever, that certain caveats were discussed earlier in this chapter in terms of
interpreting the available data. For example, the traditional notions of lin-
ear transfer and a four- to six-year time to degree appear to be outdated. Stu-
dents do not necessarily behave consistently with postsecondary education’s
time-worn data collection and interpretation practices that suggest that
today’s students act as liberal arts college students did, say, in the fifties, six-
ties, or seventies. Given all the reservations expressed with regard to these
data, though, comparisons have still been made. For community college stu-
dents entering OUS with 45 to 89 credit hours in transfer work, the six-year
graduation rate is about 62 percent. This compares with a six-year gradua-
tion rate of 65 to 68 percent for native OUS students who persisted through
their first year.
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Conclusion

This chapter has summarized a recent study conducted for the Oregon Joint
Boards of Education. The data presented originate with the Oregon data-match
project, which is a cooperative venture of the Oregon University System and
the Department of Community Colleges and Workforce Development.
Although initiated in 1995-96, the project is still in its infancy. OUS and
CCWD have plans to ensure that the data-collection efforts reported here will
be continued, as well as expanded, in order for policymakers in Oregon to
make more informed decisions in the areas of articulation and transfer. Poli-
cymakers, administrators, faculty members, advisers, and students should be
encouraged by the information gathered thus far, however. Transfer activity in
the state of Oregon appears to be stable or on the rise, and the academic per-
formance and graduation rate of community college transfer students are at
about the same level as those for students who began their postsecondary aca-
demic careers at a university.
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This chapter discusses the different methodological
perspectives of the research done on transfer students.
Documents from the ERIC database and journal articles
are used to answer the questions, Who is conducting
research? What methods are being used to gather infor-
mation? and What types of data are being collected on
transfer students? Finally, this chapter presents examples
of studies that have implications for researchers and other
stakeholders and can be adapted at the institutional level.

Studying Transfer Students: Designs
and Methodological Challenges

Carol A. Kozeracki

Each year, thousands of students transfer from a community college to a
four-year college or university. Because of the large number of students
involved in this process, many individuals and organizations—including
administrators, researchers, faculty members, and policymakers—are inter-
ested in the progress and academic achievement of these students. A sub-
stantial amount of information, usually collected by institutions for
purposes other than research, is available to provide the basic facts about
the progress of transfer students: how many students transfer, what their
grades are at the two- and four-year institutions, and whether they attain a
baccalaureate degree. What is less readily available are data that examine the
factors that affect student success and that explore the effectiveness of com-
munity colleges in preparing students to transfer.

Using documents from the ERIC database and articles from relevant
journals, this chapter examines from a methodological perspective the
research being done on transfer students—namely, who is conducting
the research, what methods are being used to gather the information, and
what types of data are being collected. It will also present examples of com-
prehensive and useful studies that researchers interested in community col-
leges may want to consider adapting for their own institutions. The
- purpose of providing these examples is to identify research questions that
have been asked and exemplary college programs and practices in place
that can be considered by other community colleges to improve the trans-
fer readiness of their students.
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The Researchers

Not surprisingly, many of the documents addressing this topic are written by
the institutional researchers at community colleges. Reporting requirements
in many states mandate that information about student achievement, includ-
ing degrees and certificates awarded, the number of students transferring,
grade point average (GPA), and demographic characteristics—especially
related to race and gender—be captured. Thus, the annual reports produced
by these offices almost always include some information related to transfer
(Arnold and Ugale, 1996; Boughan, 1995). Although these analyses are often
based on existing data from the admissions or registrars’ offices, sometimes
the institutional research offices at these colleges will survey students or
graduates to ascertain such things as motivation, aspirations, and satisfac-
tion (Alexander, 1996; Duckwall, 1997; Grosset, 1996; Kent Trumbull Student
Transfer Behavior, 1995; Graduate Survey, 1992-93, 1993). In addition, some
institutional researchers have assessed the effectiveness of particular pro-
grams, such as honors programs, in improving transfer rates (Lucas, Hull,
and Brantley, 1995) or the effectiveness of particular classes in preparing stu-
dents for the four-year institution (Hoyt, 1999). At one office of research and
development, a transfer eligibility measure was developed to complement the
college’s transfer rate (Rasor and Bair, 1995).

Another common source of information on transfer are the statewide
reports that provide overall statistics related to transfer for all the state’s
community colleges and, sometimes, the entire state’s public system of
higher education. In most cases, these reports consist almost exclusively of
tables and charts presenting the information collected from individual col-
leges and the totals derived from these data, with little commentary or
analysis (Articulation Accountability Committee, 1998; North Carolina
Community College System, 1995; State Board of Directors for Community
Colleges of Arizona, 1999; Illinois Community College Board, 1998; Wal-
ters and Shymoniak, 1996)

University-based researchers also contribute to the literature on stu-
dent transfer. In some cases, the institutional researchers perform a func-
tion similar to that of their community college counterparts: using
existing institutional data to analyze the academic performance of trans-
fer students at their university, often in comparison with that of native
students (Community College Transfer Performance at JMU, 1998). In addi-
tion, university professors, usually from the education department, con-
duct research that may be based at their university or they may look at
the performance of students across a state or across the country. Such
reports tend to be driven by a specific research question—such as, What
affects the transfer rate of African American students? (Blau, 1999), What
is the appropriate admissions standard for transfer students? (Saupe and
Long, 1996), and Does transfer student performance vary by academic
division? (Cejda, 1997).
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A limited number of studies on transfer students have been conducted
jointly by representatives from community colleges and four-year institu-
tions. One of these studies attempted to identify transfer students’ aca-
demic difficulties in specific courses at the university (Quanty, Dixon, and
Ridley, 1996). Two partnership efforts—one in Washington (Kinnick and
others, 1997) and one in Michigan (Adams, 1999)—united universities and
community colleges in examining institutional data from the two- and four-
year institutions to define the transfer process among and between the
institutions. It should be mentioned that Kinnick and others (1997)
reported that the data collection and recording phase of the study “was by
far the most challenging because of the complexity and volume of the data,
differences among institutions in how transcript data were presented, and
the form in which transcript evaluation information was available” (p. 92).
Conducting research that involves the cooperation of multiple institutions
complicates the research process and can lengthen the time for completion,
but it can also increase the value of the data.

Two other groups—graduate students (usually in the form of disserta-
tions) and the federal government—also examine and report on transfer
students. Dissertations are similar to the studies done by university profes-
sors in that they often involve multiple institutions and respond to partic-
ular research questions rather than provide descriptive data (Laanan, 1996;
Minear, 1998). Several reports have been published by the U.S. Department
of Education, using data collected from the 1990 Beginning Postsecondary
Student Longitudinal Study, which examines student progress and the rela-
tion between intent and achievement (McCormick and Carroll, 1997; U.S.
Department of Education, 1997). Clifford Adelman’s work (1999), which
uses data from the High School and Beyond national data set, has much to
say about the impact of transfer and multiple institution attendance on aca-
demic achievement.

The Methods

Studies about transfer students use both quantitative and qualitative method-
ologies. The overwhelming majority of the studies reported in the ERIC data-
base are quantitative—using either existing data gathered by the institution
or survey information collected by the researcher. Using existing data is pop-
ular because it takes advantage of reliable data that have been collected for
other reasons and does not require the cooperation of students, college fac-
ulty members, or administrators to complete the study. The types of existing
data available are fairly extensive: race, gender, age, full-time/part-time sta-
tus, course completions, credits earned and transferred, time between high
school graduation and college entry, enrollment in developmental courses,
retention rates, GPA, SAT scores, and whether the student earned an associ-
ate’s degree (Arnold and Ugale, 1996; Boughan, 1998; Carlan and Byxbe,
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2000; Lanni, 1997; Minear, 1998; Rice, 1996). These studies have emanated
from both the community colleges and the universities, and tend to focus on
student progress at one institution (either the community college or the four-
year institution). Many of the studies are descriptive, whereas others use
more sophisticated techniques. One study used regression analysis in an
attempt to predict transfer student academic success, finding that lower-
division GPA and college major were significant predictors (Carlan and Byxbe,
2000). Another study of African American students used logistic regression
to predict the factors that contribute to nonsuccess: English assessment, full-
time/part-time status, math assessment, gender, and work hours (Lanni,
1997). One other study, conducted by a community college institutional
researcher, used path and cluster analyses to predict academic success for
students at one community college. The researcher found that personal moti-
vation (inferred from other factors), student participation in institutional
support services, and a structured accumulation of academic difficulties were
contributing factors in determining student success (Boughan, 1998).

Administering surveys to current and former students is another popular
means of assessing student preparation for transfer. Beyond the information
that can be obtained from the institutions, student surveys can provide addi-
tional illumination into the transfer process and perceptions of effectiveness.
One study of African American students entering a predominantly white uni-
versity solicited information about the individuals considered to have an influ-
ence on the students’ persistence and student participation in support and
social organizations (Rodriguez and others, 1995). Satisfaction with academic
experiences at the community college, especially in relation to how well it pre-
pares the student for the transfer process and the requirements of the four-year
institution, is frequently assessed (Conklin, 1995; Frank, 1998; Harbin, 1997,
Mohammadi, Shaffer, and Farris, 1995). Student responses have also been
solicited to assess the adjustment process after transfer (Laanan, 1997).

Most of the published studies rely on questionnaires specifically cre-
ated for the particular analysis, but a number of researchers (Ackerman,
1990; Glover, 1996; Preston, 1993; Sworder, 1992) have used the Commu-
nity College Student Experiences Questionnaire (CCSEQ) (Friedlander,
Pace, and Lehman, 1990). The CCSEQ measures students’ self-reported
progress in six areas: (1) career preparation, (2) perspectives of the world,
(3) personal and social development, (4) the arts, (5) communication skills,
and (6) mathematics, science, and technology. It is intended for use in eval-
uating general education, transfer, and vocational programs, and it measures
student interest, impressions, and satisfaction (Community College Student
Experiences Questionnaire, 2000). :

Qualitative studies are reported much less frequently in the literature,
despite the assertion that they “can help us uncover the right questions,
the questions raised by our students and ourselves about what we are
doing and whether we are accomplishing our goals” (Mittler and Bers,
1994, p. 62). Those that appear are likely to rely on interviews, focus
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groups, or, occasionally, case studies of a particular college or program
rather than participant observation as the chosen data collection method.
A number of researchers spoke with students in order to identify what
worked in the transfer process and what the community college could do
to make the transfer process more effective (Davies and Casey, 1998;
Townsend, 1995). Interviews conducted with faculty members, adminis-
trators, and students at the City College of San Francisco (Traveling the
Transfer Path, 1998) helped identify the role of the faculty and the barri-
ers to transfer. A few examples are available of researchers using both
methodologies, usually conducting interviews or focus groups to clarify
or expand on issues raised by survey responses (Allard, 1992; Kozeracki
and Gerdeman, 2000; Nolan and Hall, 1974).

The Questions

The number of issues addressed in studies related to transfer students is
extensive. A large number of studies about transfer students in the database
focus on the following descriptive question: Who are the students and how
do they perform academically? Some of the specific data collected to answer
these questions—either for a single institution, a system, a state, or the
country—include:

* Gender, race, age, socioeconomic status, major or program, and full- or
part-time status (often cross-tabulated with other findings)

* Student goals and aspirations

* Impact of completing general education requirements or having to take
developmental courses

* Effects of special programs, such as honors programs, and choice of major
on achievement

* Grades (at the two- and the four-year institution)

¢ Number of credits attempted and received

* Withdrawal, persistence, graduation, and transfer rates

* Time to degree

(Arnold and Ugale, 1996; Boughan, 1995; Carlan and Byxbe, 2000; Glass
and Bunn, 1998; Kearney, Townsend, and Kearney, 1995; Laanan, 1999,
Lucas, Hull, and Brantley, 1995; Rice, 1996).

As previously mentioned, student satisfaction with the programs, poli-
cies, and services of the community college is commonly assessed (Conklin,
1995; Frank, 1998; Harbin, 1997; Mohammadi, Shaffer, and Farris, 1995).
Other researchers compare the performance of transfer students with that of
native students (Anglin, Davis, and Mooradian, 1995; Cejda and Kaylor, 1997;
Dupraw and Michael, 1995; Hollomon and Snowden, 1996; Porter, 1999).
These reports find support for the existence of transfer shock, evidenced by
a dip in grades during the first semester or year after transfer, but those who
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examine the long-term achievements tend to conclude that transfer students
ultimately perform almost as well as native students, in terms of GPA, at the
time of graduation.

Some researchers have analyzed why students drop out and do not
achieve their goals, including transfer (Cathey and Moody, 1994; No Show
Student Survey, 1995; Sigworth, 1995; Timmons, 1978). Demographic data
are usually collected and personal factors contributing to dropping out are
presented, including financial need, work obligations, illness or other per-
sonal reasons, and dissatisfaction with instruction at the college.

Other researchers have investigated the transfer process from an insti-
tutional perspective: defining a consistent measure for transfer, describing
different types of transfer, and identifying institutional factors that impede
or foster transfer. A number of studies examine the definition of transfer
itself—how the transfer rate is derived—in order to assess its validity
(Cohen and Brawer, 1996; Rasor and Barr, 1995; Spicer and Armstrong,
1996). Cohen created a definition for a transfer rate in 1989, which has
since been adopted by other researchers: “All students entering the com-
munity college in a given year who have no prior college experience and
who complete at least 12 college credit units within four years, divided into
the number of that group who take one or more classes at a public, in-state
university or college within four years” (Cohen, 1996, p. 28). This number
has remained between 21 and 24 percent for the last ten years (Center for
the Study of Community Colleges, 2000). Other researchers have used dif-
ferent criteria to track the movement of students from community colleges
to four-year institutions (Laanan and Sanchez, 1996). One drawback of this
definition is that it is largely limited to the “vertical” transfer process (one
community college to one four-year institution) of traditional students, a
process that is not followed by all transfer students.

Researchers have become interested in the variety of transfer movements
made by students. A number of studies (Adelman, 1999; Kinnick and others,
1997) found “the pattern of student movement between the community col-
lege and the university to be complex rather than straightforward” (Kinnick
and others, 1997, p. 15). Thus, researchers have expanded the concept of
transfer to include the phenomena of “reverse transfer” and “transfer swirl,”
which describe the movements of undergraduate students who begin their
studies at a four-year institution and then transfer to a two-year institution,
those who take community college classes while they are enrolled at a four-
year institution, and four-year college graduates who enroll at a community
college for personal development or career improvement (Townsend, 1999).
These studies have explored the academic outcomes of these students and the
impact of their presence on the community college classroom. Adelman
(1999) points out that it is difficult to analyze institutional effects when stu-
dents attend multiple institutions. “It is not wise to blame a college with
superficially low graduation rates for the behavior of students who swirl
through the system” (p. ix).
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Factors that impede or support the success of transfer students have
also been examined. Palmer (cited in Watkins, 1990) characterized the
bureaucratic hurdles faced by transfer students as daunting. “One reason
community-college students are less likely to get a B.A. is because they have
to transfer. It’s like going from Washington to Los Angeles and transferring
in Chicago. You might miss the plane.” A lack of appropriate guidance can
compound these difficulties. Kinnick and others (1997) looked at the loss
of credit between the community college and the university. They found that
students’ low grades, their attempts to transfer too many credits, or their
enrollment in courses not intended for transfer (technical and develop-
mental courses) are responsible for most of the credit loss rather than poor
articulation between institutions. Articulation agreements—both those
forged at the state level and those created by the faculty at individual insti-
tutions—have become more common as a tool for simplifying the transfer
process (Cicarelli, 1993; Palmer, 1996; Robertson and Frier, 1996).

Model Studies

If the achievements of transfer students are being studied for the purpose of
improving their outcomes and increasing the effectiveness of the commu-
nity college in preparing them to transfer, several things should be consid-
ered in the design of the research. First, issues to be investigated should be
ones over which the college has control so that it can address any identified
problems. Murrell and Glover (1996) point out that “the investigation of
the interaction between students and community college environments is
often missing from outcomes assessment efforts. More attention is paid to
comparing preusage variables such as age, ethnicity, entering test scores,
grade point average and other exit criteria. Knowledge about what learners
do and how they respond to an institution’s efforts to provide a rich educa-
tional environment can add an important dimension in determining the
impact of the educational experience” (p. 199). Second, the survey, inter-
view, or focus group questions should be specific enough to allow action to
be taken in response to evidence of problems. For example, a question ask-
ing whether the financial aid office provides sufficient guidance on apply-
ing for aid at the four-year institution is more helpful than asking whether
students are satisfied with their experience with the financial aid office. It
would be difficult to know what changes to make if the responses to the lat-
ter question were “not satisfied.” Third, those individuals at the college
whose department or work is being evaluated should be consulted during
the process of designing the study so as to increase the likelihood of their
being willing to respond to issues raised by the research. Following are
examples of studies, questionnaires, and interview protocols that incorpo-
rate some or all of these elements and can serve as models for other com-
munity colleges to follow. In all cases, the complete survey instrument or
interview protocols are included in the article.
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Cohen and Brawer (1996) looked at pairs of colleges within the same
state to determine why one has a high transfer rate (above 25 percent) and a
neighboring college has a low transfer rate (below 15 percent). Their meth-
odology includes both questionnaires distributed to the faculty members and
students and interviews conducted with college administrators. Questions
are specific enough to provide useful information: What particular student
services tend to facilitate transfer on this campus? How are students
informed about available financial aid? Aside from their actual teaching, what
direct input do faculty members make to students who expect to transfer?
Similarly, the recommendations at the end of the report are specific and prac-
tical, including the assertion that the colleges should emphasize transfer
through such means as the college newspaper and the presidents’ speeches,
and that faculty members can play a key role in the transfer process by pro-
viding transfer-related information to students and participating in exchange
programs with the university faculty.

The interview questions used with a small group of transfer students
(Townsend, 1995) appear to be very effective in identifying specific sources
of difficulty in the transfer adjustment process. The questions, which
address the responsibility of the student for his or her own progress as well
as the community college and the university role, include the following:

* Did you receive any assistance at the community college when you
decided to transfer to the university? Did you ask for any?

* Is there anything the university should do to better aid students who want
to transfer?

* Is the university different from the community college as far as academics
are concerned? If so, how is it different?

* Are the testing procedures used by teachers at the university different
from the procedures used by the community college?

* Do you feel that the community college prepared you to do well academ-
ically at the university? If not, what might it have done differently?

These specific questions allowed the researcher to derive some interesting
and practical findings. For example, she concluded that community colleges,
with their student-centered approach designed to build self-esteem, “may con-
tribute to the confusion and shock of transfer [of] students facing different stan-
dards and expectations at the university” (Townsend, 1995, p. 189). Therefore,

community college faculty members might want to consider increasing writing
" assignments and essay tests, and they might want to talk with students about
the probability of their entering a more rigorous environment after transfer.

A group of faculty members at Big Bend Community College (BBCC) took
on the role of researchers by interviewing former students who had transferred
to Washington State University, in order to assess how effectively the commu-
nity college had prepared students for transfer and continued success at the
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university (Allard, 1992). Before the interviews, the students completed a short
questionnaire, ranking their experience and evaluation of BBCC. During the
interviews, the students were asked to recommend changes in specific areas of
the community college to improve transfer preparation. Although the ques-
tions were broad—such as “What could we have done more of, or better, that
would have helped you do well at WSU?” and “What can we change at BBCC
to better serve students?”—the interview format elicited specific, doable rec-
ommendations, including: require more papers/research papers, provide more
information on transferring and clarify four-year school requirements for spe-
cific majors, provide more exposure to computers and word processing, and
require more essay exams and term papers.

A fourth useful study was based on the premise that traditional research
on transfer students, which uses the student as the unit of analysis, does not
create the incentive to act among faculty members, as they cannot change the
students’ background or make them complete at least thirty hours before trans-
ferring (Quanty, Dixon, and Ridley, 1996). This study proposes a course-based
model of transfer success that shows how well students who complete course
prerequisites at a community college perform in specific courses, compared
with students who complete the prerequisites at the receiving college. The
researchers developed a tracking system that examines every course having a
prerequisite that can be met at the community college or the four-year institu-
tion. Grade distributions are produced and are broken out by whether the pre-
requisite was taken at the university or the community college. The researchers
found that students who completed the prerequisites at the community col-
lege performed at a level equal to or higher than that of the students who com-
pleted the course at the university. Beyond that, “the real strength of [the] new
paradigm is that when a problem is identified it can be pinpointed to a specific
course at the community college and at the receiving college. Faculty take
ownership [of] students who have successfully completed their course(s). If
those students are not prepared for subsequent coursework, faculty want to
know why” (p. 4). Generally, this information is available from all higher edu-
cation institutions, making this study easy to replicate.

Another study also focused on the involvement of faculty members,
looking at their role in facilitating the academic success of transfer students
(Cejda, 1998). It describes a collaborative effort developed between faculty
members at a liberal arts college and faculty members at five community col-
leges to “develop a seamless four-year educational program, assuming that a
student would complete the AA degree at the community college and trans-
fer to the liberal arts college to complete the baccalaureate degree” (p. 72).
Professors in nine of the liberal arts college’s eighteen departments collabo-
rated with their community college counterparts to develop curriculum
guides specifying the courses that had to be taken for a particular major at
the community college and the four-year liberal arts college. Data about the
grades and bachelor’s degree attainment of students who transferred from a
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community college that had developed a curriculum guide were collected
- and compared with those of a control group of transfer students in the same
majors. Study findings indicated that the competency-based curriculum
agreements facilitated the first-semester academic performance of commu-
nity college transfer students, as measured by GPA, and contributed to a
higher proportion of students attaining a bachelor’s degree.

Finally, following is a presentation of examples of interesting and use-
ful questions that have been used in a variety of questionnaires administered
to students, the responses to which are likely to initiate action to improve
transfer preparation. One survey of “no show” students concluded with the
question “Would you like someone from the Schoolcraft College to contact
you regarding courses?” and requested the individual’'s name and address
(No Show Student Survey, 1995). At many community colleges, some stu-
dents with the expressed intent to transfer dropped out for a variety of
work- and family-related reasons. Following up with these students and
showing them that the college is interested in their academic progress may
be an effective way to bring them back to campus.

A survey distributed to graduates of Westchester Community College
(Hankin and Ford, 1995) includes examples of questions that are too
broadly worded to be of real assistance: “To what extent do you feel WCC
prepared you for further study?”—and specific questions that could guide
reform: “How effective was your experience at WCC in developing skills in
expressing [your]self in writing?” and “To what extent are you satisfied with
your experience [with] academic advising by academic faculty?”

St. Augustine College, which has a high proportion of Hispanic stu-
dents, includes on its Graduating Student Exit Survey the following ques-
tion: “How do you feel about your command of English in the following
areas? (1-3 satisfaction scale) Reading the newspaper. Reading college texts.
Writing a letter. Writing a paper for class. Listening to a conversation. Lis-
tening to a lecture. Speaking in a conversation. Speaking to a group. Speak-
ing in a class.” Although this question might not be relevant to all
community colleges, it is most certainly appropriate and actionable at a col-
lege that boasts of being a “Pioneer in Bilingualism.”

Camden County College’s one-year graduate follow-up survey asks stu-
dents to specify the problems they encountered in transferring to their four-
year institution—such as transferring credit hours, transcript problems, and
admissions problems. If a large number of students had problems with trans-
ferring credit hours or sending transcripts, these issues could be traced to and
addressed by the appropriate department (Camden County College, 1995).

Making Use of the Data

A substantial amount of quantitative and-qualitative data about transfer stu-
dents has been collected by researchers at the community colleges and the
four-year institutions. Much of this information is descriptive in nature. Both
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the characteristics of the students and the nature of the transfer process have
been explored. In some cases, research findings are supplemented by recom-
mendations that provide guidance for implementing changes in response to
the results of the study. Unfortunately, in many cases, data are reported to ful-
fill state requirements or researchers’ agendas and may never be used by those
responsible for administering college departments and programs. Building a
link between research and action is the responsibility of both the people who
collect the data and the practitioners who oversee the programs at the col-
leges. It is hoped that the model studies presented here will serve as examples
of how to use research to improve the academic outcomes of transfer students.
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research and collaboration efforts to uncover issues per-
taining to transfer students at one community college in
Southern California. Implications and ongoing research
are discussed. :

7 This chapter addresses the motivating factors that led to

Transfer Readiness: A Case Study of
Former Santa Monica College Students

Brenda Johnson-Benson, Peter B. Geltner,
Steven K. Steinberg

For many community colleges, transfer is an important part of the institu-
tional mission. For some, it seems to be the most important goal. Certainly,
that has been true for many years at Santa Monica College (SMC), which
prides itself on the number of students it sends to local public and private
universities. Students often come to SMC, they say, because of the reputa-
tion SMC has for helping students transfer; furthermore, they come from all
over the country and the world. From 1994-95 through 1998-99, the num-
bers of SMC students enrolled in the following California public and private
four-year institutions were as follows: University of California (UC), 3,191;
California State University (CSU), 4,217, and University of Southern Cali-
fornia (USC), 594.

The project profiled in this chapter began back in 1995 as a conversation
between colleagues. It is important to understand the genesis of the project
so that others may find a way to do what we have done and perhaps avoid
some of the problems we faced. Also, we hope that others will replicate—and
improve upon—our model. For example, we have come to understand how
unusual it is to have someone from the teaching faculty be involved in the
study of transfer. We also more fully understand how important that synergy
is, and how important it is to maintain a dialogue across the boundaries tra-
ditionally found between academics and student services personnel.

First, we will provide some background about how the project began.
Then we will discuss the stages we went through to develop our methodol-
ogy, including the populations we studied and the process by which we have
continued to fine-tune the project. We will conclude by discussing some of
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the results obtained thus far, plans for the next phases of the project, and
implications for practice from three different perspectives.

Background

This five-year project arose from several different constituencies within
Santa Monica College. In 1995, the new incoming president of SMC, Piedad
Robertson, had expressed an interest in finding out how well SMC students
did, once they transferred. She commissioned the assistant dean of transfer,
Brenda Johnson-Benson, to undertake a study of former SMC students’
experiences at local colleges and universities. At approximately the same
time, an English teacher, Steven Steinberg, had been doing research on the
question of transfer in preparation for his doctoral dissertation on commu-
nity college missions. He wondered how many SMC students were actually
going on to receive bachelor’s or other degrees. In the course of his research,
he realized that he was not sure if he, himself, was adequately preparing his
students for the kind of work they would encounter, once they transferred.
He went to the assistant dean of transfer with his questions. They both real-
ized that the kinds of data and statistics many take for granted did not seem
to be readily available, and that some kind of study would be good for the
college, and certainly would benefit the students. They set up a meeting to
discuss it further, inviting the dean of institutional research, Peter Geltner,
who readily agreed to attend.

At that first meeting, we realized that we wanted to know more than
just the number of SMC students who transferred and received their bac-
calaureate degree. We felt that we needed to assess ourselves further, beyond
the basic transfer statistics, to ask transfer students how SMC had really
helped them, and what might we have done better in terms of academic
preparation, counseling, and related areas. As a logical place to start, we
decided to call a number of people at UCLA, at various levels, to ask how
many SMC students had actually gone on to receive baccalaureate degrees
over the past five years. Much to our surprise, nobody knew. We tried other
avenues throughout the entire UC system, to no avail. It was then that we
understood that we had stumbled upon a deeper question than we had real-
ized, and we decided to begin the project.

The Project

The first two years of the project were funded by Santa Monica College. The
purpose of the first session was to get a preliminary sense of the concerns
of the students and to try out a number of questions. Former SMC students
who were enrolled at UCLA were invited to talk with a group of interested
faculty members and administrators who wanted to know more about their
experiences at both SMC and UCLA. SMC department chairs, counselors,
and teachers were on hand to interview students from a number of differ-
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ent majors, with a prearranged set of open-ended questions. Most students
were rather enthusiastic about their experience at SMC, but they also had a
number of concrete suggestions and comments regarding academic prepa-
ration, counseling, and institutional priorities.

We incorporated their ideas into our first survey questionnaire. The
survey instrument used to collect data for the UCLA pilot study was devel-
oped by Laanan (1998). Called the UCLA Transfer Students’ Questionnaire
(UCLA-TSQ), the 304-item instrument was formulated as a result of exten-
sive review of past survey instruments and previous studies in the area
(Astin, 1993; Baker and Siryk, 1984, 1986; Laanan, 1995; Pace, 1990, 1992).
Specifically, the instrument measured transfer students’ noncognitive or
affective traits—attitudes, values, and interests—in different areas.

“In the first section pertaining to SMC, there were questions regarding
the rigorousness of coursework, satisfaction with the transfer/counseling
center, experiences with faculty members and written assignments, and
learning and study skills. The section on UCLA focused on general percep-
tions, the adjustment process, college satisfaction, and estimate of gains.
Above all, we wanted data that would be useful to teachers, counselors, and
administrators, for the overall good of the students and the college. We all
understood that we needed a mechanism to query and listen to the students,
and then to communicate those results back to our colleagues. As commu-
nity college practitioners, we knew how important praxis would be to this
project, if changes were to be made.

Before we get to the development of the project, we should note that
the preliminary results we obtained from the first round of questionnaires
with the UCLA students (year two) were quite helpful in formulating and
expanding the project. In some ways, the results were even more positive
than the subsequent results, and there were also some surprising and impor-
tant revelations. For example, we found that one of every thirteen upper-
division students at UCLA, as of 1998, was an SMC transfer student, and
we began to think about the implications of those kinds of statistics.

After the second year, we expanded the project to include five addi-
tional four-year schools. The goal was to include both smaller and larger, as
well as public and private, institutions. For year three, data were collected
using a survey instrument similar to the one used in the UCLA pilot study.
The major difference was that the survey, called the SMC Transfer Students’
Questionnaire (SMC-TSQ), included only 103 items. Originally developed
by Laanan (1998) and modified for this follow-up, the SMC-TSQ (Laanan,
1999) is a comprehensive instrument that measures transfer students’ expe-
riences (academic and social, cognitive and affective outcomes) in the two-
and four-year environments. For the third-year follow-up study of former
SMC students at five public and private four-year institutions (California
State University, Northridge; Loyola Marymount University; Mount Saint
Mary’s College; Pepperdine University; and the University of Southern Cal-
ifornia), modifications were made to the TSQ as a result of the UCLA pilot

81



80 TRANSFER STUDENTS: TRENDS AND ISSUES

study conducted during year two of the project. It is important to note that
the TSQ for the third-year project was slightly different from the instrument
used in the UCLA study.

Brenda secured three-year funding from the California Community
Colleges Chancellor’s Office (CCCCO) so that we would be able to look at
additional cohorts over a longer period of time. The project sequence was
as follows:

Year One: Open-ended interviews at UCLA _

Year Two: Written surveys mailed to 945 UCLA students

Year Three (first year of grant funding from CCCCQ): Written surveys mailed
to transfer students at California State University, Northridge (CSUN),
Loyola Marymount University (LMU), Mount St. Mary’s College (MSMC),
Pepperdine University (PU), and the University of Southern California
(USC)

Year Four: Focus groups conducted at all five institutions; SMC Transfer
Advisory Committee established

Year Five (2000-01, final year of funding): Departmental dialogues between
faculty members at SMC and UCLA

For the UCLA study conducted in year two of the project, 945 surveys
were mailed to students who transferred to UCLA. A total of 292 students
responded, yielding a response rate of 31 percent. In year three, surveys were
mailed to 1,536 students at the five institutions. A total of 442 usable completed
surveys were received, a response rate of 29 percent. For this chapter, only iden-
tical data elements that appeared in both the UCLA pilot study and the SMC-
TSQ are presented. The results presented here are therefore based on a sample
of 734 former SMC students—292 from the UCLA pilot study and 442 from
the third follow-up study—who transferred to different four-year institutions.

The first results were quite intriguing (see Table 7.1). For example,
overall, the students seemed satisfied with their training in critical/analyti-
cal thinking, preparation for four-year academic standards and four-year
majors, and information regarding admissions requirements. ‘

However, the students seemed less satisfied with their overall reading
preparation than they were with their writing preparation. They also seemed
less satisfied with counseling assistance in the application process. Though
we expected a relatively low response, we were nonetheless quite surprised at
how few had received transfer/career guidance from the teaching faculty. This
confirmed for us that the teaching faculty do not see themselves in this role.

Research in one area—financial aid information—has already led to
positive changes. For some time, different departments at SMC had been
investigating better ways to deliver this information to students. The results
served as a catalyst, opening lines of communications between departments,
which, in turn, resulted in departmental cross-training and new, more effi-
cient delivery methods.
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Table 7.1. Santa Monica College Experiences:
Responses to Selected Items (N = 734)

SMC Coursework"”
Courses developed my critical and analytical thinking 74.8%
Courses required extensive reading assignments 58.5%
Courses prepared me for the academic standards at the four-year institution  75.1%
Courses prepared me for my major at the four-year institution 66.5%
Writing assignments/instruction prepared me for my work 66.1%

at the four-year institution

Experiences with Faculty®
Encouraged me to discuss my transfer/career plans and ambitions 20.5%
Made me excited and interested in their academic discipline/area 48.1%

Learning and Study Skills®
“To what extent do you agree or disagree that your academic experience at SMC
gave you the following skills you needed to prepare for the standards and academic
rigor at the four-year institution”:

Computer skills 35.6%
Writing skills 66.8%
Research skills 53.4%
SMC Transfer/Counselor Center®

Provided information regarding admission requirements 62.8%
to four-year institutions

Provided assistance in the application process 38.9%

Provided information regarding financial aid 25.6%

Experience in Writing*
Very often wrote research papers in English and non-English courses 22.1%

2Percentage responding “somewhat agree” or “strongly agree.” Responses were based on a 5-point
scale: 1 = strongly disagree; 2 = somewhat disagree; 3 = neutral; 4 = somewhat agree; 5 = strongly
agree.

bPercentage responding “somewhat helpful” or “very helpful.” Responses were based on a 6-point
scale: 1 = very unhelpful; 2 = somewhat unhelpful; 3 = neutral, 4 = somewhat helpful; 5 = very help-
ful; 6 = don't know, did not use service.

“Responses were based on a 4-point scale: 1 = never; 2 = occasionally, 3 = often; 4 = very often.

We were surprised to see that students felt a lack of preparation for
research paper writing across the curriculum, and those perceptions par-
tially carried over into other areas of writing.

Another area that led to additional questions revolved around the ques-
tion of SMC teachers and their academic fields. At first glance, it looked as
though the teachers were not “generating interest” in their own fields or
encouraging students to major in those fields. However, focus groups
revealed something quite different. Students acknowledged that teachers
tended not to talk about those kinds of issues in the classroom, but they
indicated that in smaller sessions or office conferences, teachers were much
more likely to address those issues—and with enthusiasm.
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The lack of computer skill preparation may be a bit misleading, as SMC
embarked on an extensive campuswide purchase and upgrade program after
the interviewees had transterred. Nevertheless, the results were startling, con-
sidering the importance of computers on the campus and in many careers.

The students, overall, really seemed to like SMC and seemed to feel that
their preparation had enabled them to be confident of success at their four-
year schools (see Tables 7.2 and 7.3). In fact, their apparent lack of transfer
shock (or dip in grades) pleasantly surprised all of us.

Ongoing Research

As noted earlier, 2000-01 is the last year of the original funding. One of the
requirements of that funding, and one of our most important goals from the
very beginning, was to develop concrete recommendations for practice. The
Transfer Education Advisory Committee, established during year four,
developed and has begun to implement eight practical institutional recom-
mendations as a result of the survey results and the extensive student focus
group interviews. They are grouped under three main headings and can be
summarized as follows:

1. Address reading and writing across the curriculum:

« Offer a series of workshops during the Fall 2000 flex day. (These were
offered and were received with great enthusiasm by the faculty.)

* Encourage English department faculty members and those from other dis-
ciplines to schedule one to two hours per week in a writing lab or tutor-
ing center.

2. Address computer literacy and information competency:

* Promote computer literacy by offering workshops on Internet usage and
software packages to faculty members and students, across the curricu-
lum. (Many new programs and workshops have been offered from a vari-
ety of sources on campus, and more are anticipated.)

3. Address student services and counseling issues:

* Provide extensive financial aid training for the academic counseling staff.
(Instituted in Fall 2000.) ,

* Encourage the counseling department to create a comprehensive mission
statement. (Completed in Spring 2000.)

 Create a policies and procedures manual, and provide better training for
the entire counseling faculty. (Manual completed in Spring 2001; new
training model developed in Fall 2000.)
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Table 7.2. Opinions About Santa Monica College:
Responses to Selected Items (N = 734)

1 really liked SMC.? 60.6%

If I could start my community college experience over again, 55.1%
yes, definitely 1 would choose SMC or the four-year institution
for the first year or two.?

Because of my academic preparation at SMC, 1 was confident 70.0%
that I would be successful at the four-year institution.©

#Responses were based on a 5-point scale: 1 =1 really didn't like it; 2 = 1 didn’t like it; 3 = 1 am neu-
tral about it; 4 = 1 liked it somewhat; 5 = 1 really liked SMC.

bResponses were based on a 5-point scale: 1 = definitely no; 2 = probably no; 3 = neutral; 4 = prob-
ably yes; 5 = definitely yes.

Percentage responding “somewhat agree” or “strongly agree.” Responses were based on a 5-point
scale: 1 = strongly disagree; 2 = somewhat disagree; 3 = neutral; 4 = somewhat agree; 5 = strongly
agree.

Table 7.3. University Experiences: Adjustment Process (N = 734)

Adjusting to the academic standards or expectations has been easy 57.3%
Adjusting to the social environment has been easy 59.5%
Over time, | became accustomed to the size of the student body 75.1%
I experienced a dip in grades (GPA) during the first or second semester 39.0%

Note: Percentage responding “somewhat agree” or “strongly agree.” Responses were based on a 5-
point scale: 1 = strongly disagree; 2 = somewhat disagree; 3 = neutral; 4 = somewhat agree; 5 =
strongly agree.

* Develop brochures and other materials that clearly define and outline
SMC counseling services, and distribute them widely to students and fac-
ulty and staff members. (Printed in early Fall 2000.) Redesign transfer/
counseling Web site, as well. (Begun in Spring 2001.)

* Investigate alternative forums for providing counseling services. (Ongoing.)

This final year will see expanded communication between the faculty
of SMC, UCLA, and other four-year institutions, with special cooperation
from the UCLA Center for the Study of Community Colleges. We will also
endeavor to disseminate our findings to colleagues at our own institution
and will encourage increased participation across campus.

Implications for Practice

This study has had a major impact on the institutional research, counseling,
and teaching functions of Santa Monica College. From the perspective of
Institutional Research, this study has been really exciting. Most times, we
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tend to concentrate on transfer numbers provided by the state or the uni-
versities. At best, the universities might provide us with success numbers
specific to our former students. On some occasions, we might even get
grade information. However, rarely do we have the opportunity to connect
the techniques and processes we use on campus to the success of students
after they transfer. This project has given us a tremendous opportunity to
do a more complete self-analysis.

~ The primary concern of community college transfer center directors
nationwide is the number of students who transfer out of their institutions.
For most campuses, both prestige and funding are tied to this number.
Although it is important that a community college have a well-organized,
proactive transfer center that facilitates and encourages community college
students to transfer to four-year institutions, more emphasis needs to be
placed on the qualitative side of the equation. What happens to students
once they transfer? Were they well prepared academically? Did they receive
the necessary support and guidance throughout the transfer process?

This research project attempted to answer these questions by querying
the transfer students themselves. The answers we received helped us to
adjust our curriculum, modify transfer student support services, and get
instructional faculty members to talk about the content of their courses and
the needs of their students. We strongly believe that every community col-
lege and four-year institution has a moral obligation to engage in a similar
process to ensure the academic preparedness of its students.

The results from our research can inform the teaching practices within
the college—from writing assignments to research papers to teaching style.
The research highlights the important role that community college faculty
members play in students’ ability to succeed after transferring. With our
increasingly diverse student population, and the increasingly important role
of community colleges in higher education today, we need to make sure that
our students are academically “transfer ready” in addition to possessing the
right number of credits. Successful transfer, therefore, is very much a part
of our academic responsibility, and we must see it in that context.
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programs tailored to assist the community college transfer
student at the four-year institution. The authors discuss
useful strategies that may assist administrators and fac-
ulty members at four-year colleges and universities in
addressing the needs of transfer students through support
programs. Support programs, academic performance, and
the persistence of transfer students are discussed.

8 This chapter reviews the current literature on support

Making the Transition to the
Senior Institution

Latrice E. Eggleston, Frankie Santos Laanan

Abundant research has been conducted regarding community college trans-
fer students in conjunction with their academic performance, baccalaureate
attainment, and persistence at the four-year college level. A large portion of
this research has focused on the transfer shock phenomenon, in which trans-
fer students experience a dip in their grade point average during their first
or second semester at the four-year institution (Knoell and Medsker, 1965;
Cejda and Kaylor, 1997). However, a limited amount of research has been
done to study the transfer student’s adjustment process, once he or she has
reached the senior institution.

Support programs have proven to be an essential element in the suc-
cess of native students in their academic performance and baccalaureate
degree attainment, and such successes are often used as a recruitment tool
for various colleges and universities. Support programs tailored toward com-
munity college transfer students would have the same effect. A review of the
current literature on support programs tailored to assist community college
transfer students and literature that deals with the retention, academic per-
formance, and persistence of transfer students provides information to assist
administrators and faculty members at four-year colleges and universities
in addressing the needs of transfer students through support programs.
Understanding the elements that hinder or enhance academic performance,
persistence, and graduation rates among transfer students can advance the
knowledge currently available regarding the performance and success of
community college transfer students at senior institutions.

At least one out of five community college students transfer. Transfer
rates vary between 22 and 25 percent nationally among community colleges
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(Cohen, 1993). Although this number may vary from college to college, it
indicates that there exists a market of students whose needs and demands
colleges and universities must address. So how do senior institutions
develop a means to assist transfer students and help lessen or eliminate the
transfer shock these students experience upon entering the university? First,
we must understand the needs of these students in order to assess what sup-
port programs should provide in an attempt to establish an environment
that promotes the opportunity for success and helps reduce the effects of
transfer shock.

Characteristics of Transfer Students

Many studies identify the characteristics of transfer students. These students
represent various demographics and have various academic histories.
Fredrickson (1998) studied over 4,700 students in the University of North
Carolina system, who had been enrolled in traditional transfer programs and
technical/vocational or occupational programs. Her findings painted an
overall picture of the typical transfer student. However, she noted discrep-
ancies in the demographic, school enrollment, employment, and academic
persistence patterns.

Transfer students enroll in both traditional and occupational or tech-
nical/vocational programs in community colleges and four-year institu-
tions (Frederickson, 1998; Sandeen and Goodale, 1976). Nearly 50
percent of transfer students actually come from technical programs in
community colleges. These factors have a direct effect on the preparation
of transfer students and. their adjustment to senior-level college work, and
colleges and universities need to take note of this fact in reaching articu-
lation agreements with community colleges. In addition, community col-
lege and university faculty members should become active participants in
this process in order to assist students’ preparation for senior-level work
(Townsend, 1993). : :

Fredrickson’s study (1998) found that, typically, the transfer student
was twenty-six years of age, was female, and worked part-time. This pic-
ture of the transfer student primarily coincides with national statistic mea-
sures. Cohen and Brawer (1996) report from a national survey conducted
by the Center for the Study of Community Colleges that the mean age of
community college students is twenty-nine, the median is twenty-five, and
the mode is nineteen. In Fredrickson’s study (1998), however, these sta-
tistics vary significantly between students in traditional academic programs
and those in technical programs. Although gender does not vary between
the two groups of transfer students, the differences in race and age are
notable. A larger number of the students on the traditional transfer pro-
grams are younger, whereas students in the occupational programs are sig-
nificantly older.
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Fredrickson (1998) notes employment and academic rates to be slightly
different for the two groups. Traditional transfer program students are
employed more hours than occupational or vocational transfer program stu-
dents while at the community college, and occupational students graduate
in slightly higher numbers than traditional transfer program students. Both
groups are academically successful at the university level, but vocational
transfer students have slightly higher grades, and traditional transfer pro-
gram students have slightly higher persistence rates.

Frederickson (1998) found differences in age, gender, and race of students
across majors, with students in engineering averaging 26.1 years of age, and
students in nursing and undecided majors averaging 28.5 years of age. Stu-
dents majoring in nursing are 83.3 percent female, whereas only 12.1 percent
of the students majoring in engineering are female. Additionally, African Amer-
ican students account for nearly 23 percent of the business students and only
10.6 percent of those in engineering.

Fredrickson’s findings (1998) point to several conclusions. Researchers
and policymakers who shape support programs must consider the charac-
teristics of the transfer student population in order to address their needs.
In particular, while developing support programs, administrators at senior
institutions must take into account the demographic makeup, academic
backgrounds, enrollment patterns, and academic persistence of community
college transfer students.

Another important factor to consider is the ethnicity of potential trans-
fer students. Phillippe and Patton (1999) report for the American Associa-
tion of Community Colleges that 48 percent of transfer students among
first-time freshmen (as of Fall 1997) are racial and ethnic minorities. Ken
Carpenter (1991) points out that nearly 75-90 percent of international stu-
dents who enroll in community colleges intend to transfer. Furthermore,
several studies indicate that ethnic minority and international students have
particular needs that must be addressed—such as the bridging of language
and cultural barriers, academic preparation, and financial aid (Fredrickson,
1998; Renddn and Valadez, 1993). Rend6n and Nora (1998) report that His-
panic students typically have very low persistence and retention rates and
tend toward poor academic performance in the nation’ schools and col-
leges. They state that there is a need for all educational levels (K-12, com-
munity college, and university) to reframe issues and collaborate as one
system. They also note that educational reform must make a commitment
to a mission, action, budget, and support services for students. In particu-
lar, support services must focus on and address the academic, social, and
emotional needs of Hispanic students. Therefore, colleges and universities
must find a way to address the particular needs of minority students and
international students. Transfer students vary in age, gender, race, ethnic-
ity, employment patterns, persistence, academic backgrounds, and socio-
economic backgrounds. Differences in individual characteristics will
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influence how we address their collective needs through support programs.
Universities and their student affairs offices must be ready to receive these
students, once they arrive on their campuses.

Nceds of Transfer Students at Senior Institutions

Once students reach the university, there are several needs they have that
must be addressed if they are going to successfully earn a bachelor’s degree.
In their monograph (1976), Sandeen and Goodale update and consolidate
research problems and the needs of transfer students that continue to exist
at colleges and universities. They identify a variety of issues transfer stu-
dents must deal with, once they reach the university, which include nega-
tive attitudes toward transfer students, admissions issues, registration
problems, new student programs issues, problems with academic advising,
student financial aid problems, housing issues, problems with student activ-
ities involvement, career planning and placement issues, publication
resources, adjustment to institutional change, articulation, and special
academic opportunities.

Sandeen and Goodale’s findings (1976) continue to have an impact on
current college administrators and personnel at the four-year level. Gard-
ner and Barefoot (1995) note that transfer students commonly face issues
involving both academic concerns (academic skills and performance, fac-
ulty-student interaction, advising and planning, and career focus) and
social concerns (level of self-confidence, campus adjustment and involve-
ment, personal management, and finances). To rectify this situation, admis-
sions officers must make special efforts to assist students in understanding
articulation of courses and provide them with the opportunity to have an
equal chance in transferring all coursework. New student orientation pro-
grams should be developed specifically to help transfer students navigate
institutional structures and the campus community. There is a strong need
for these programs to be exclusive to transfer students. These orientation
programs should not be intertwined with freshman student orientations.
Although transfer students encounter similar issues in adjusting to the
academic and social milieu of the college or university, their needs are often
quite different. Because of issues of course articulation and selection, reg-
istration for transfer students is often difficult. In particular, transfer stu-
dents have a hard time in course selection because many courses are closed
before these students actually register, or a particular program is closed to
applicants at the junior level. In addition, recent studies indicate that trans-
fer students continue to face many problems with articulation, registration,
financial aid, rigorous academic demands, and other challenges, which hin-
der their persistence to the baccalaureate degree (Laanan, 1996; Townsend,
1995; Cejda, 1994).

Barbara Townsend (1995) conducted a study to identify the possible
barriers to the transfer process and the retention efforts for community
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college students at senior institutions. Through a qualitative approach,
she explored several of her beliefs regarding obstacles in the transfer
process for community college students. She used a case study method
to gather data to support her hypotheses. A sample of fourteen students
was obtained from a population of forty students who attended an urban
community college and transferred to a private four-year institution.
These students had no previous senior-level experience. In-depth inter-
views and a survey instrument were used to understand the student’s
transfer process and academic experiences at the community college and
the university.

Townsend (1995) discovered several perceptions among students regard-
ing the transfer process. She notes that students commonly reported a “self-
reliant” role in the transfer process, as shown in their statements that they
neither sought nor received any help from the community college in the trans-
fer process and that they mostly relied on friends and relatives for informa-
tion. Additionally, they reported that four-year admissions representatives
were most helpful. Townsend believes that students took on this self-reliant
role because they perceived that institutions failed to communicate with them.
Students typically viewed the transfer process as easy, university representa-
tives as more helpful than community college personnel, and themselves as
self-reliant.

Students reported their perception that academic standards were said
to be higher at the university than at the community college, yet faculty
members at the community college were more helpful in the students’
academic process. Faculty members at the university were noted as being
available outside of class; however, some students viewed university faculty
members negatively, in terms of how well they helped them understand
course content. Townsend (1995) noted that university faculty members
perpetuated a Darwinian attitude of “survival of the fittest” toward com-
munity college students.

Student adjustment to senior institutions may also vary according to
race, ethnicity, and cultural background. Carpenter (1991) contends that
international students often face a particular set of transfer problems in the
transfer process that are caused by cultural differences. The lack of knowl-
edge international students have regarding the U.S. educational system,
course articulation, and adequate college support acts as a barrier to their
baccalaureate degree attainment.

Rendon and Valadez (1993) also contend that there are certain bar-
riers Hispanic students face in the transfer process that hinder their
degree attainment at senior institutions. They report that the importance
of family, economic considerations, knowledge of the system, cultural
understandings, and the relationships of community college administra-
tion and faculty with senior-level institutions regarding articulation play
a critical role in successful transfer for Hispanic students. College admin-
istrators and staff and faculty members must assist in creating a campus
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environment that eliminates barriers to persistence and that is sensitive
to the needs of Hispanic and other minority students. '

Thus, in establishing and implementing support services for transler
students, administrators must take into account the needs of transfer stu-
dents by addressing problems with admissions, registration, orientation, cul-
tural diversity, negative perceptions, academic advising, course articulation,
and financial concerns.

Level of Senior Institutions’ Response to the Needs
of Transfer Students

Support programs specifically for transfer students do not formally exist
in most senior institutions, although students continue to experience
problems in adjusting to these campus environments. Thus, most of the
previous research says that senior institutions are not meeting the needs
of transfer students. Furthermore, Townsend’s study (1995), as well as
those of others, indicates that four-year institutions are showing minimal
effort in addressing the needs of transfer students. Current research pro-
vides some evidence that a few institutions are attempting to make greater
strides in addressing transfer students’ needs, whereas others are barely
responding. Most recently, Swing (2000) contends that senior institutions
are making a minimal attempt to respond to the needs of transfer students
through a variety of support programs. These programs include orienta-
tion programs, appointed transfer student advocates/liaisons, faculty/staff
and peer advising, survival skills courses, special seminars, special hous-
ing, and summer institutes or bridge programs. Swing (2000) asserts that
“transfer students receive only modest institutional support whether trans-
ferring in or out of the [senior] institution”(p. 3).

Swing (2000) reports on the Policy Center on the First Year of Col-
lege survey, which was conducted to explore what sixty four-year colleges
and universities—in Virginia, North Carolina, South Carolina, and Geor-
gia—were doing to meet the needs of transfer students. Through this e-
mail-based survey, information was gathered on the existing transfer
support programs and services offered by these institutions. Of the thirty-
eight institutions that responded, Swing found that nearly a third of the
campuses reported that they did not have “special support programs for
transfer students,” whereas 69 percent of the institutions responded that
they had some special support programs for transfer students. These pro-
grams ranged from exclusive transfer orientation programs (45 percent)
to combined freshman and transfer programs with special sessions for

- transfer students (21 percent), to a combination of exclusive and inclu-
sive transfer/freshman orientation programs, to extended orientation pro-
grams or support programs (28 percent), to assistance with transfer to
another institution.
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Potential Model Support Programs
for Transfer Students

Although there is a limited amount of research on the development and
evaluation of support programs, existing programs can serve as an initial
starting point for future expansion. In recent years, senior institutions have
been shifting to a more responsive attitude toward transfer student needs,
as they attempt to increase their efforts to recruit, retain, and graduate trans-
fer students. Thus, some leaders are working to establish and evaluate sup-
port programs for transfer students.

In 1985, Vassar College in Poughkeepsie, New York, developed the
Exploring Transfer (ET) program, which sought to increase the persistence and
matriculation of transfer students from LaGuardia Community College. (Since
1985, the program has included other community colleges.) Initially, twenty-
seven students were housed at Vassar College and matriculated into two Vas-
sar courses during the summer (Chenoweth, 1998). Students were able to
experience college life and the academic demands of senior college courses.

The success of the ET program was explored in a 1996 report, “Trans-
forming Students’ Lives: How ‘Exploring Transfer’ Works, and Why.”
Chenoweth (1998) notes that at the time of the report, 255 (64 percent) of
the 399 students who participated and completed the program (191 from
LaGuardia Community College) transferred to four-year institutions. In
addition, of this 64 percent, 97 students earned bachelor’s degrees and 33
went on to graduate school, with 21 of these students earning graduate
degrees. Vassar College has successfully provided access to transfer for par-
ticipants in the ET program.

~ Ackermann (1991) evaluated a similar support program that provided
incoming freshman and transfer students with the opportunity to become
acquainted with the academic and social environment of the campus
through a summer bridge program. She surveyed 265 students who had par-
ticipated in the Freshman Summer Program (FSP) and Transfers Summer
Program (TSP) in Summer 1988 at the University of California, Los Ange-
les (UCLA). Of those 265 students, 31 responded from the TSP group.

The FSP and TSP programs had several goals. They sought to (1) facili-
tate student transitions, (2) increase the potential for persistence, retention,
and graduation, (3) facilitate the development of critical thinking, academic
skills, and personal and social responsibility, (4) introduce Academic
Advancement Program retention services (counseling, tutoring, and learning
skills), (5) promote appreciation for racial, cultural, and socioeconomic diver-
sity, and (6) build and reinforce a positive self-image, inner confidence, and
self-direction among program participants. In general, students have reported
that these goals have been reached.

The demographic patterns of the TSP students were diverse. Fifty-two
percent of the students were female, 48 percent male, 36 percent Chicano, 36
percent black, 20 percent Latino, and 8 percent Filipino. National trends and
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patterns of transfer students were also reflected in this study. Fifty-six percent
of these students worked part-time, 59 percent also worked off-campus, and
74 percent reported that they spent time every week taking care of family
responsibilities, whereas only 37 percent reported that they participated in
extracurricular activities.

Ackermann (1991) contrasted the summer grade point averages (GPA)
of students with their first- and second-quarter GPA and looked at the
influence of their GPA on persistence patterns to the third quarter. TSP stu-
dents received an average summer GPA of 2.74, fall quarter GPA of 2.21,
and spring quarter GPA of 2.32. Although this indicates that TSP students
still experienced transfer shock, the summer bridge program indirectly
influenced the persistence patterns of students in the program. 1t should
also be noted that these students took at least two courses in the summer
and three courses in the fall and in the spring, which may account for a
larger gap in GPA from the summer to fall and spring quarters. Among the
transfer students, black students earned the highest overall GPA of 2.49,
and Chicano, Latino, and Filipino students earned average GPAs of 2.4,
2.26, and 2.1, respectively. The higher GPAs were correlated with the atten-
dance patterns of students in courses. Students who attended class regu-
larly had better grades then those who did not. TSP provided students with
the necessary discipline to perform at their higher levels by encouraging
and assisting them in making class attendance a necessity and indirectly a
“study skill” habit. Ackermann also noted that students’ GPAs were a fac-
tor in their persistence patterns to the third quarter at UCLA. Ninety-three
percent of students went on to enroll in their third quarter at UCLA.
Students indicated that the summer bridge program adequately prepared
them for the classroom and interaction with others. They were generally
satisfied with the availability and quality of services provided, although TSP
students underused such campus support services as academic advising,
tutoring, professional seminars, psychological counseling, and housing.

Ackermann’s findings (1991) and her study of the summer bridge pro-
gram can be a guide for future programs that seek to establish support for
transfer students and whose goals are to increase the retention, persistence,
and graduation rates of transfer students at senior institutions.

Another potential program model can be taken from the University of
Arkansas and its Office for Non-Traditional Students (ONTS). This pro-
gram caters to the needs of nontraditional transfer students—both prospec-
tive and currently enrolled. ONTS works “to provide prospective and
currently enrolled non-traditional students with support, services, infor-
mation, and resources to meet their unique needs, and to enhance their
opportunity for success at the University of Arkansas” (University of
Arkansas, 1999). In addition, ONTS provides nontraditional transfer stu-
dents with assistance in child care, housing, employment, adjustment to
the University campus, tutoring resources, study skills, mentoring, and
peer counseling.

E
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The University of Illinois at Urbana-Champaign has also recently devel-
oped a program to provide academic, personal, and financial support to
transfer students. The Multicultural Transfer Admissions Program (MTAP)
seeks to provide counseling for prospective transfer students through open
houses, advising sessions, course articulation resources through the Inter-
net, and campus visits and tours. The program works to service students
once they reach the campus as well. In order to retain newly recruited stu-
dents on campus and assist in their transition to the campus community,
students are given a graduate student adviser, who provides direction to
campus resources, conducts various workshops in such areas as study skills,
internship, and résumé writing, and organizes welcome receptions for trans-
fer students.

Of the four support programs described in this chapter, Vassar’s ET pro-
gram and Ackermann’s summer bridge program (1991) are the only exam-
ples of a support program that has proven to be valuable and successful in
the retention, persistence, and graduation rates of transfer students.
Although these programs do not look at comparative measures of transfer
students who use or do not use its services with respect to the effects of
transfer shock, what we do know about their success in the persistence and
retention areas is quite remarkable and should be noted for the future devel-
opment of programs to address the transfer shock phenomenon. There is no
research currently available to assess the success or failure of the ONTS pro-
gram, so we are unable to make any conclusions regarding its efforts.
Because the University of Illinois's MTAP program is fairly new and is con-
tinuously evolving over time, time will be a factor in the evaluation of its
program model’s success as well.

Conclusion

Transfer students are a very diverse group of students; they vary in age, gen-
der, racial and ethnic background, academic preparation, and employment
patterns—among other things. Transfer students report a need for more
course articulation, counseling and advising, faculty sensitivity, academic
support services, transfer student-centered orientation programs, student
activities, and knowledge of campus resources, and universities and colleges
are not meeting their needs. Senior institutions are only just beginning to
develop programs especially for transfer students. There is a strong need for
senior institutions to continue to develop support programs for transfer stu-
dents to enhance their retention and persistence.

There is a need for further research in the area of program development
and evaluation for support programs that assist the transition of transfer stu-
dents at four-year universities and colleges. Policy implementations that
enhance the academic performance, social growth, and persistence patterns
of transfer students are imperative for success in the development and
implementation of support programs for transfer students. Once programs
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are established, we can evaluate their effectiveness in reducing or eliminat-
ing the transfer shock experienced by transfer students. A demonstrated
commitment by higher education to address this issue is ultimately needed.
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The authors discuss the role of the community college in
preparing students to transfer to a four-year postsec-
ondary institution. Issues about institutional support,
quality of education, and academic rigor are discussed,
as well as how institutions can implement innovative
approaches to the transfer function.

Leadership Perspectives on Preparing
Transter Students

Phoebe K. Helm, Arthur M. Cohen

This chapter presents two perspectives on preparing transfer students: first,
a presidential perspective on preparing and facilitating the movement of stu-
dents from community colleges to four-year institutions, and second, a dis-
cussion about the extent to which community colleges might improve their
transfer rates.

A Presidential Perspective

What can presidents of community colleges do to support transfer? All
would agree that the quality of the faculty, the reputation of the college, and
strong articulation agreements are key factors in transfer success. But to
increase the number of transfers, presidents need to set clear expectations,
invest in research, examine policy and practice, build relationships and pro-
grams, and provide visibility.

Presidents can set the agenda for their colleges, and in doing so, they can
raise expectations for transfer. These expectations need to permeate the advis-
ing and admissions processes and faculty roles. It must be clear that it is not
enough to assist only students who enter with a declared intent to transfer.
Community colleges must expand the horizons for students who may not
know that a four-year degree is a reasonable goal for them to consider.

If presidents have transfer as a priority, then they must support research
to measure progress toward that goal and identify ways to improve it. In exam-
ining who transfers and who does not, including both demographic and pro-
grammatic factors, much can be learned to guide colleges in making change.
In addition, a search of the literature can identify programs to be replicated.
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Community colleges should review their own policies and practices to
see if they aggressively support transfer. Are students advised in a manner
that enables them to transfer 60-64 credit hours within a period of two
years, including summers, or have colleges accepted 12 credit hours as full-
time as defined by financial aid? Are students shown the impact on their
earnings by completing their degrees faster? Clearly, there is nothing inher-
ently wrong with being a part-time student, but there is reason for concern
if the alternatives are not overtly made available to students.

Colleges need to be more aggressive in helping students limit the num-
ber of courses that transfer as electives and to focus on courses that meet
general education or program requirements. Similarly, students in career
programs, which provide options in mathematics and science, should be
encouraged to strongly consider the transfer courses. In addition, colleges
need to compare the credit hour value of courses with that of the same
courses at the universities to which their students transfer.

Effective Transfer Programs and Linkages

Presidents can help their colleges build relationships with universities by
developing relationships with their presidents and by supporting faculty
relationships and providing incentives for faculty members to work
together on grants and other programs of mutual interest. One example
of the outcome of such efforts is the Truman College/DePaul University
Bridge Program. This program recognizes that transitions from one insti-
tution to another are not always smooth for many students, because they
are moving into unfamiliar territory. To facilitate student transition, teams
of faculty members identify courses that should be taken by sophomores.
Selected faculty members at each institution team-teach these courses.
Students from each institution are enrolled in the course, which meets at
Truman for the first half of the term and at DePaul for the second half. A
faculty member of the university is housed at Truman and serves as an
adviser for students at both institutions. This program, now in its fourth
year, has successfully transitioned more than two hundred students and
is supported by a grant.

Other programs that work include a scholars program at Triton Col-
lege, which is designed to prepare students for very competitive universi-
ties. Other colleges and universities have implemented dual admissions
programs in which the student is admitted to the community college and
the university simultaneously. As long as the student follows the prescribed
program, junior status at the university and the transfer of credits are
assured. First-generation, low-income and/or minority students often need
more assistance to persist and to transfer. Transfer clubs could develop
cohort support groups to visit universities, pursue scholarships, and use fac-
ulty advisers to support and guide their decisions and to stay in touch with
them after they transfer.
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Finally, presidents can give visibility to their transfer programs, stu-
dents, and faculty members. Given that community college students who
transfer generally do as well as students who began at the university, why
do we not see advertisement to that effect? Our students are success stories.
If these data were systematically gathered and shared with these students’
high schools, the universities, and the media, would not the number of
transfers increase?

Institutional Role in Improving the Transfer Rate

A volume concerning transfer students, their successes, the obstacles they
face, and the various influences affecting their progress should include a
note about policies and practices that institutions adopt to make transfer
retain its place as a central community college function. From the begin-
nings of community colleges more than one hundred years ago, transfer has
been at the heart of the institutions. The colleges began as feeders from high
school to university and, despite the popularity of occupational studies and
various forms of community service, they have never relinquished that role.
More than half their curriculum consists of courses in the liberal arts simi-
lar to those offered at four-year colleges and universities. More than 20 per-
cent of their students transfer each year to in-state public universities, a
figure that has not deviated for more than a decade. The colleges are inte-
gral to America’s postsecondary effort. Yet, as with most aspects of educa-
tion, we can do better. What can institutions do to ensure that there are few
obstacles on students’ paths from high school to the upper division of uni-
versities? The lower schools have been accused of not preparing students
well enough and the universities are charged with being aloof and unre-
ceptive. But here we speak of the community colleges themselves, where
transfer rates vary widely between states and between colleges in the same
state. What can they do?

A step toward or away from transfer is part of the history of each col-
lege. Students, their parents, high school faculty members and counselors,
the local news media—all have a view of their college that sees it as more
or less favorable toward moving students through toward the baccalaureate
degree. These perceptions are difficult to change; they relate to transfer rates
that have prevailed for many years. A college in one community may be per-
ceived as an economical first choice for well-prepared students who intend
eventually to transfer, whereas a college in a similar community may be
known as the place that students should avoid if they expect ever to receive
bachelor’s degrees. Changing these perceptions is a long-term process and
those who seek to do so should not expect rapid progress.

How might these perceptions be changed? The idea of transfer begins in
the president’s office. If a president is determined to modify the community’s
view of the college as an environment favorable to transfer, many things can
be done. First, of course, valid data on the institution’s transfer rate should be
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maintained. These data should be collected consistently according to readily
understandable definitions, and they should be presented straightforwardly
so that the public is not confused by all sorts of permutations. In other words,
the college publicizes a figure based on the percentage of students who begin
at the institution with no prior college experience, complete at least four
courses there, and matriculate at an in-state university within a specified
period of time, say four or five years. If the college transfers a high proportion
of its students to a nearby out-of-state institution, which is often the case
when a college is in a border community, those data can be part
of the presentation. The data may show that the college’ transfer rate is higher
or lower than the state average. The data should not be clouded with subsets
of the number of various population groups or students who did or did not
indicate a desire to transfer when they entered. The important point is that
the public should receive data collected in a consistent fashion year after year
so that they trust what they see.

Different strategies need to be pursued in colleges with high or low
transfer rates. Where the rate is high, the intention is to sustain or build on
that success. Here, the major effort should be put on ensuring that articula-
tion of courses and programs with the local university is kept current. Each
college has only a small number of universities to which most of its trans-
ferring students go. And within those universities are only a small number
of programs into which most of its transfers matriculate. Thus, articulation
agreements showing how many and what types of courses are acceptable
must be kept current. There should be no excuse for a student’s having trou-
ble in transferring credit to a university where sizable proportions of that col-
lege’s transfers go. And each of the most popular programs—usually
business, psychology, or some health or technical field—should have courses
closely connected so that the college provides the prerequisites readily
accepted by the faculty in the students’ major of choice. Within the college,
these articulation agreements are well publicized through a transfer center
or some other administrative agency so that accurate information is avail-
able. The choice of courses or the recommendations for prerequisites cannot
be left to information contributed by the faculty or staff members who, how-
ever well-meaning, may not have the most current requirements to report.

The college with a high transfer rate will likely have an honors program
that is useful in recruiting the best students from the local high schools. It
will have a routine pattern of recognizing students who transfer, reporting
their names, the institutions where they are going, and the majors that they
are entering. The college will also have staff members who articulate finan-
cial aid with their counterparts at the receiving universities so that students
do not have to begin the process all over again in an unfamiliar environment.

The college with a low transfer rate must approach things differently.
Low transfer rates begin with the types of students the college attracts. If
the local high school teachers and counselors advise their better students to
go elsewhere, the college staff has its work cut out. The high school staff
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must be nurtured through frequent visits from college faculty and staff
members. Faculty members should meet with their counterparts in the local
high school and consider how their courses are similar or different, as well
as what course requirements, types of tests, and textbooks make the college
courses a natural succession. The high school students should be invited to
attend classes at the college so that they can see the feasibility of entering
classes that will be familiar to them. The college should sponsor high school
“days,” occasions when sizable numbers of students from single local
schools are brought to the campus, shown around, treated to lunch, and
otherwise made to feel welcome. In other words, the idea that the college
is the place to start one’s postsecondary experience has to be successfully
communicated to the best students in the local feeder high schools.

At the college where the transfer rate is low, the data should be publi-
cized nonetheless. It can take several years before the transfer rate is
affected, but the college that starts from a transfer rate of 5 or 6 percent and
adds 1 percentage point to that rate records a significant increase. The col-
lege can increase the rate only by attracting its share of baccalaureate-bound
students. And because it takes only a few transferring students to effect a
notable increase, a few unrestricted scholarships can make a big difference.
Getting the university to guarantee admission for these few students com-
pletes the picture. :

To sum up, if increasing a college’s transfer rate is seen as desirable, then
different strategies should be followed, depending on the current rate. For the
colleges with high transfer rates, maintaining current information on pro-
grams and financial aid in the universities and majors to which most of their
students transfer is essential. In the colleges with low transfer rates, changing
the public’s perception of the college as a desirable place to start postsecondary
study is the first priority. No number of articulation agreements with univer-
sities will be of any value if the local high school staff members and the stu-
dents and their parents see the college as the wrong place to start if the
student is serious about progress toward the baccalaureate.

PHOEBE K. HELM is president of Harry S. Truman College, one of the City Col-
leges of Chicago.

ARTHUR M. COHEN is professor of higher education in the Graduate School of
Education and Information Studies at UCLA and director of the ERIC Clear-
inghouse for Community Colleges.
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FROM THE EDITOR

T ransfer has been a central mission in America’s community colleges,
but colleges vary in degree with respect to its emphasis. Community
colleges are in a strategic position to increase students’ access and par-
ticipation in the transfer pipeline. At community colleges, different
curricula provide academic preparation for students seeking to transfer
to a four-year college or university. In addition, academic programs,
such as honors/scholars programs, provide students with rigorous aca-
demic training as well as opportunities to participate in formal articula-
tion agreements with senior institutions. Academic services, such as
transfer centers, have been created to facilitate students’ progress
toward their transfer goal. Although institutional support may be pro-
vided at the two- and four-year colleges, students still face numerous
challenges upon transferring. Furthermore, the extent to which stu-
dents are successful academically, socially, and personally has been an
important policy question for community colleges. The objective of
this volume is to evaluate recent research and policy discussions about
transfer students. Specifically, this volume includes chapters that
address three broad themes: research, student and academic issues, and
institutional factors. This volume is important for various audiences,
including community college administrators, faculty members, student
affairs professionals, researchers, and students. The chapters will
inform policymakers as well as four-year institutions about issues
affecting transfer students.
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