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Case Study of Persistence by African-American Female Transfer 

Students from Two-Year to Four-Year Institutions of Higher Education 

 

Kenna Morgan Franklin, Ed.D 
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Supervisor:  John E. Roueche 

 

The purpose of this treatise was presented in three parts; 1) to identify and 

understand the perceived factors that aid in the persistence of African-American female 

transfer students, 2) to access how the college environment is perceived to influence their 

success, and 3) to determine how the factors of intersectionality: race, class, and gender 

influence the persistence of this student sub group. All obtained information will be used 

to guide program development and the implementation of services to the chosen site 

institution. Through the use of qualitative methods and a case study design, this study 

explored the responses of nine individuals currently affiliated with the chosen four-year 

institution. Three of the participants in the study were faculty advisors and the remaining 

six were African-American female students who were also identified as transfer students 

as well. Semi-structured interview protocols were separately collected from both students 

and faculty. Findings revealed that four factors were perceived to aid in the persistence of 

African-American female transfer students. They were: strong support systems that 

involve both fictive and kinship networks, possessing and developing internal locus of 
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control, the ability to see and be effective role models, and to exhibit strong commitment 

behaviors for school. Implications are presented with the intent to add to the limited 

scholarly literature regarding the persistence of African-American female transfer 

students. Recommendations include the creation of a Transfer Student Taskforce, 

establishing a charter chapter of Tau Sigma, which is a national Honor Society for 

Transfer Students, and the creation/implementation of a campus climate survey.  
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Chapter One: Introduction 

By 2018, we will need 22 million new college degrees—but will fall short of that number 

by at least three million postsecondary degrees, associate’s or better. In addition, we will 

need at least 4.7 million new workers with postsecondary certificates. This shortage is the 

latest indication of how crucial postsecondary education and training has become to the 

American economy. The shortfall, which amounts to a deficit of 300,000 college 

graduates every year between 2008 and 2018, results from burgeoning demand by 

employers for workers with high levels of education and training.                                         

                                                                             Southern Regional Education Board 2010 

 

 A college student’s ability to start and persist to the completion of an educational 

goal has become more of an elusive quest than an achievable goal (Bailey & Alfonso, 

2005; Peter& Cataldi, 2005).  The inability to produce a significant number of graduates 

as highlighted in the aforementioned shortage has become one of America’s 21
st
 century 

educational opportunities for growth that is brilliantly disguised as a major problem. 

 The topic of student persistence, which is monitored as the continuous re-

enrollment activity that leads to the attainment of educational goals (Pascarella & 

Terenzini, 1990), can be described as one of the most studied areas of higher education 

that often yields less than desirable results (Handel, 2007).  

 The needed growth in both student enrollment and their successful graduation 

features laser attention from a wide constituency of interested stakeholders that include 

university administrators monitoring retention efforts, institutions reconfiguring puzzle 

pieces to find out why students leave (Braxton, 2000), to the actual master/counter-stories 

that shed new light (Berry & Mizelle 2006; Evans-Winters 2010, O’Connor, 2002). 

 There are four crucial points of knowledge that will factor prominently toward the 

exploration of issues that will impact this educational shortage. First, the lack of 
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replacements for well-educated baby boomer retirees will heighten the search to produce 

more college graduates. The National Center for Public Policy and Higher Education 

suggests that as the large and well-educated baby boomer generation retires, the United 

States faces a drop-off in college-trained workers to replace them. This replacement will 

not be simple or easy to replicate in only sheer numbers. The level of experience and 

institutional knowledge the retiring individuals possess does not equal the new skill sets 

new college graduates are equipped with. The research of Phil Gardner (2010) of 

Michigan State University’s Collegiate Employment Research Institute (CERI) suggests 

the development of “T- Shaped Professionals”. Such demand will require a different 

preparation that is balanced with academic pedagogy and a rich component of 

experiential learning.    

 Second, current demographic changes project that this student pool increase will 

come from students of color, and more specifically, those who historically have not been 

in large numbers, persisters (Carter, 2005; Keller,2001; Reason, 2003; Seidman, 2007). 

The unique ways this underrepresented group is welcomed into the success circle of 

academia will be paramount and will require revisions/replacement of traditional theories 

and frames of reference (Carter, 2005; Sorey & Duggan, 2008; Stieha, 2010). Every 

stakeholder in the educational enterprise has a vested interest in finding better ways to 

engage students and align skill sets with excellence (Kuh, 2007).  

 Third and very closely related to the second, is the indisputable gender shift that 

has historically altered the student profile. Current statistics on female dominance is 

reflected in a 59% make up of the college student population in this country (American 
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Council of Education, 2010). Although this shift has been in the making since the end of 

World War II, there are less obvious signs of real advantages played out in the daily life 

experiences of females (Buchman, DiPrete & McDaniel, 2008).  As men continue to fall 

behind in educational attainment, America struggles to correlate its slip in global 

dominance and the potential of sociological reformation in the institutions of marriage 

and family, religion, employment, politics and education (Conger & Long, 2010). 

 Last, the matter of educational access has been revised to include a two-step 

process of getting students in and getting them out of college. The goal of increasing the 

number of students going to college has been forever tempered by efforts to retain college 

“goers” with and, consequently, replace these with college graduates and/or certificate 

holders. (Wellman, 2002). 

      This study offered inquiry from the vantage point and voice of African-American 

female transfer students from two to four-year institutions of higher learning that 

constitutes one of the fastest growing sub-sets of student populations. Such an 

exploration offers educational leaders valuable insight as they contemporize images and 

accommodate the needs of their ever-diversifying student groups. Understanding the 

specific needs and challenges of minority students compliments the efforts of both sectors 

of business and education.  From this informed juncture of collaboration lies  the 

advancement of new  theories and the thorough re-examination of those student variables 

previously understood to predict retention, and reduce the number of credentialed  

missing workers (Reason, 2003; Stieha, 2010). 
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     Business and education leaders have joined forces in issuing a clarion call to 

increase the number of American college graduates. Such collaboration is not 

unprecedented, but rather aligned with past steps of historically linking America’s 

economic recovery to its educational future (Brint & Karabel, 1989). President Barack 

Obama further highlights this historic connection and firmly places on the national 

agenda the goal of America reclaiming its competitive position in the world market by 

strategically increasing its educated citizenry.  This successful partnership observes that, 

              “Time and again, when we have placed our bet for the future on education, we 

have prospered as a result- by tapping the incredible innovative and generative potential 

of a skilled American workforce. That is what happened when President Lincoln signed 

into law legislation creating the land grant colleges which not only transformed higher 

education, but also our economy. That is what took place when President Roosevelt 

signed the GI Bill which helped educate a generation- and usher in an era of 

unprecedented prosperity …and the work of President Truman’s Commission on Higher 

Education, which helped double the number of community colleges and increase by 

seven fold, enrollment in those colleges, have we taken such a historic step.” (Obama, 

2009) 

 

      A growing body of evidence has emerged from demographers and educational 

policymakers, which suggests that a significant portion of this desired student increase 

must come from students of color. The profound changes in American demographics in 

the last decade have and will continue to alter the traditional image of student populations 

in colleges and universities. According to the statistics, people who regard themselves as 

Hispanic, African-American, Asian, American Indian, Native Hawaiian and Pacific 

Islander will become the majority by 2042 in the United States. Current projections 

indicate that by 2050, minorities will account for 54% of the population and non-
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Hispanic whites will number only 46%, down from their current 66% share (Internet 

Stats, 2011). 

 In a recent report sponsored by the American Council on Education (ACE, 2010), 

a trend   of increasing minority student enrollment and a subsequent decrease in the 

enrollment of Caucasian college students is revealed. The total number of post-secondary 

students (of any age) grew substantially, from 14.3 million in 1997 to 18.2 million in 

2007, an increase of 28 percent. During this period, enrollment grew for every 

racial/ethnic group and this growth outpaced the increase for white students. The number 

of minority students grew from 3.6 million to 5.4 million, or by 52 percent, while the 

number of white students increased from 9.7 million to 10.8 million, or by 12 percent 

(ACE, 2010). 

      Not since the Educational Testing Services’ report, “America’s Perfect Storm”, 

(Kirsh, Braun, Yamamoto, & Sun, 2007) has the need been highlighted to focus attention, 

resources, and concerns on the growing number of minorities needed to persist. Informed 

by the content of this report, there were three forces projected to converge that would 

challenge the status quo in higher education and dramatically change our nation’s future. 

The three forces are: 

1. Substantial disparities in skill levels (reading and math) 

2. Seismic economic changes (widening wage gaps) 

3. Sweeping demographic shifts (less education, lower skills) 

 

At the heart of this report’s message is the shift in human capital that the American 

educational system must learn to serve and the fact that fractured educational opportunity 

and assistance will never lead to or sustain global leadership.  



 6 

      The groundbreaking research of Rendon and Garza (1996), suggests that one way 

to begin addressing the low persistence rates of students of color is to trace the 

educational path of transfer students, specifically minority students. They posit, “given 

the underrepresentation of minorities in the share of baccalaureate degrees earned and 

that earning the bachelors degree is to a large extent contingent on minorities successfully 

transferring from two to four year institutions, the imperative to increase transfer rates of 

minority students should indeed be a national concern” (289).(cited in Younger, 2009).  

            This study explored the perception of factors and meaning-making associated 

with the persistence of African-American female transfer students from two-year 

institutions to four-year institutions of higher learning. It examined six African-American 

female transfer students and three university personnel as they highlighted the urgency 

needed to redress the barriers, challenges and increasing complexity surrounding 

minority transfer student persistence. 

Problem Statement 

      Research on the topic of persistence can be traced back over seventy years 

(Braxton, 2000; Reason 2003). Amid this voluminous body of knowledge, attempts have 

been made to both clarify and explain away barriers that impede the increase of more 

students successfully obtaining a college education. Despite these efforts, there still 

remains persistent gaps by race/ethnicity and gender at each level of the educational 

pipeline.(ACE, 2010) These lingering disparities in who America educates in its 

postsecondary institutions finds women beating the odds and successfully shifting their 

minority status to one that is projected to exceed 59% of the total student population by 
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2018. Male students are projected to continue reversing their dominance by dropping to a 

41% share of the student population and are currently characterized as being less 

successful in persistence efforts. (ACE, 2010) 

Research largely conducted in the 1970s – 1990s is totally at variance with 

today’s student profile. The traditional view that accompanied the undergraduate college 

students as being 18 to 22 year old, white, full time, largely male and living on campus, 

no longer mirrors the reality of many contemporary college students. (Reason, 2003; 

Pascarella & Terrenzini, 1998; Steiths, 2010) What is now required of the research is an 

in-depth study of the diversified student groups. This study has chosen to examine the 

data on African-American female transfer students rather than accept the implications 

drawn from the no longer accurate research of the past.  

 The metamorphosis of this research is akin to the medical studies conducted in 

the first half of the twentieth century that were conducted on men and the results were 

considered to be relevant for women.  Just as the distinct gender findings opened an 

unprecedented wealth of new knowledge and highly appropriate treatment modalities, so 

too is the promise of best practices for asking the right questions of the right 

people/students.  Equally as true as the historical gender debacle of medical mishaps and 

painful deaths, until the voices of transfer students of color are heard, our knowledge will 

be fractured and incomplete. 

Suggesting that there is a current need to “reinvigorate scholarly inquiry on 

persistence/retention issues, Braxton (2000) purports that the literature has engaged in the 

“wholesale acceptance” of seminal works by Vincent Tinto and Alexander Astin. Joined 
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in the discourse of continued appropriateness of research is the work of Pascarella & 

Terrenzini (1998) on how changing demographics can sponsor a need to reconsider the 

effects of variables in predicting student retention.  Calls for modification of Tinto’s 

student persistence theory seek to build on our understanding of how diverse students 

respond differently to certain variables and how that plays out in student performance. 

(Guiffrida 2006; Bergerson 2007)         

Purpose of the Study 

The purpose of this qualitative case study was to increase with laser-focus, the 

knowledge and understanding that would better serve the needs of one of the fastest 

growing sub-sets in university student populations- African-American female transfer 

students. With this numerical increase of students from the ranks of transfer status, 

research such as this should reflect diversity and become synonymous with institutions 

actively seeking ways to make best practices their next practices. This quest for new 

knowledge and theory connects a university’s awareness to how changing demographics 

can alter its reality. Additionally, this content will guide program development and the 

implementation of services.   

Research Questions 

The following research questions guided this study: 

1. What are the perceived factors that contribute to the persistence of African-

American female transfer students? 

2. How is the college environment perceived to influence the success of African-

American female transfer students? 

3. How are the factors of race, gender, financial resources, and levels of parental 

education thought to influence the persistence of African-American female 

transfer students? 
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Significance 

This study offers valuable information and insight to anyone involved in the 

process of educating others.  Its use of thick descriptive narratives contributes to a body 

of evidence that connects theory and practical experiences. Persistence of college 

students in general and African-American females in particular, reflects a national 

interest in identifying barriers that disrupts persistence and prevents graduation. The 

timeliness of this study complimented the projected growth of minority students entering 

the postsecondary area of education from various pathways. 

      The National Center for Educational Statistics (2010) estimates that by 2019, the 

largest gender to enroll in higher education will be females, representing 59 percent of its 

total population. African-American females will constitute its largest double minority 

status (Guiffrida, 2004). This proactive response to educational trends will enhance the 

diversity of services and minimizes undesired results. 

Method 

        I chose to utilize qualitative research that featured a case study. The investigation 

proposed to interview six African-American female transfer students who are currently 

enrolled and persisting toward the attainment of their educational goal of graduation in 

addition to three university personnel. Specifically, the year of 2009 was found to be 

acceptable as the cohort of inquiry, because the Office of Institutional Research had 

complete data sets on all transfer students and the availability of potential student 

participants.  Individual interviews of a semi-structured nature in addition to institutional 

data were retrieved and analyzed.  



 10 

Assumptions and Limitations  

Although there was homogeneity in the sample, meaning that all of the 

participants were African-American female transfer students, I assumed that there would 

be great variation in the experiences and relevant meaning-making. 

        Given the regional status of the chosen institution this study did not lend itself to 

large numbers of students who possess the characteristics the researcher wished to study. 

Although there is with any case study the inability to generalize findings to a larger 

population, the results featured relevant regional implications. 

Definitions 

        There are four definitions that merit presentation at this juncture of the study.  

They are offered to frame relevance and project clarity throughout the body of this work.   

Transfer Students  

        Observed as the non-singular matriculation of students from one educational 

institution to another, transfer students are quite diverse and feature complexity in 

defining. Jacobs (2004) posits, 

“Traditionally, students who transferred did so after completing two years of 

study at a community college; their transfer was usually to a four-year university. 

But in today’s more mobile society, students sometimes transfer multiple times 

between both two- and four-year institutions. Reverse transfers (those who 

transfer from a four- to a two-year school) and lateral transfers (those who 

transfer from a two to another two-year or from a four-year to another four-year 

school) are quite common. Thus, for an institution (two- or four-year) to fully 

understand the transfer student population, it must realize, at the outset, that the 

students bring with them quite varied backgrounds, experiences, and academic 

portfolios. One thing is certain: The number of students who transfer is 

increasing, and the complexity of dealing with those students’ needs has become 

an increasingly important issue in enrollment management” (p. 3). 
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For the purpose of this study, only vertical transfer students that started their 

postsecondary education at a community college and who then transferred during the Fall 

semester of 2009 to the senior institution being studied and are currently enrolled there 

were eligible to participate. 

Persistence 

Pascarella and Terenzi (1998) describe the concept of persistence as the 

progressive college reenrollment either continuous from one term to the next or 

temporarily interrupted and then resumed. In this proposed study, the quest is to identify 

the perceived factors most closely associated with why of the 94 African-American 

female transfer students who started in 2009 there are only 29 still persisting. 

Native Students 

          Native students, sometimes referred to as first time freshmen, represent a category 

of college students who enroll and matriculate at one university to obtain an 

undergraduate degree. They are often compared to transfer students and disparities 

between the two were explored. 

Intersectionality 

        The term was coined in 1989 by Kimberlee Crenshaw and used in a legal context 

to give meaning to the multiple identities experienced simultaneously by people of color. 

Patricia Hill Collins introduced the concept to academia, specifically through feminist 

studies. The concept seeks to expose the fact that a person’s identities are not experienced 

in isolation. You do not get to be a female only on Mondays and Fridays, racially defined 

on Sunday and socio-economically challenged the remaining days. Life happens in such a 

way that you are the sum total of all of your identities. The intersection of these 

celebrated identities makes you unique and gives voice to an authentic self. 
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Organization of the Study 

      This study was organized into five chapters which explained in a regimented 

fashion three of the four components of Lincoln and Guba’s (1985) case study structure: 

the problem, the context, and the issues as it relates to the persistence of African-

American female transfer students from two to four-year institutions of higher learning. 

Chapter One features an introduction to the problem of insufficient numbers of college 

graduates with a strong emphasis being placed on who can fill the gap, changes that 

require re-framing and why it is necessary to direct energies toward a remedy. Chapter 

Two provides a literature review of what is known by establishing the provenance of 

research on persistence, transfer students, and African-American females. Chapter Three 

describes the methodological approach chosen to capture the perceptions of African-

American female transfer students as it relates to their persistence. In an effort to 

contextualize the findings, an administrative interview protocol was offered to explore 

institutional dynamics. Chapter Four presents the findings of the study from the voice of 

those participating in the study. Chapter Five provides a discussion of the findings, 

implications gleaned, recommendations for future research and a conclusion. 
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Chapter Two: Literature Review 

This inquiry features a review of relevant research in the three topic areas of 

persistence, transfer students, and African-American females in higher education. 

Adhering to this study’s investigation of the persistence of African-American female 

transfer students from two-year to four-year institutions of higher learning, the review is 

presented by topic in an inverted pyramid that gives attention to chronological order, 

shifts in ideology, and the precipitating challenges that cause the progression of new 

knowledge. The summation of this review sought to bridge the collective wisdom of what 

is known with what is now missing. 

 As a point of departure, the topic/area of persistence was explored first. The scope 

of its meaning and related concepts was provided to launch a consistent understanding. 

This was followed by a chronological review of research studies reflecting where early 

theorists such as Durkheim (1951), Van Geneep (1960), Spady (1970), Tinto (1975) and 

Astin (1984), started the inquiry, focused their attention, and developed detail. A 

synthesis of studies that suggest factors associated with student persistence was then 

highlighted. This section finds conclusion in the discourse that ushered in the next shift of 

expanding knowledge and practice. 

 The second area of review addresses the inclusion of non-traditional students that 

exponentially grew to include transfer students as a dominant category worthy of scrutiny 

and review.  This section is followed by a brief historical account of their origins in 

community colleges, its mission, strategic growth, and relevant research on the 

persistence of transfer students. These are the areas of concern that round out the 
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discussion and link the next shift’s focus on managing the growing disparities, needs, and 

challenges of minority students who represent a more specific subset of transfer students. 

The third area of review features the research on minorities in general and 

African-American females in higher education in particular. Because much of the 

research is focused initially on the dominant topic of race, and then gender, the review of 

this section follows an inquiry of minority students in higher education and then narrows 

the focus on African-American females in higher education. 

 The final section of this literature review incorporated the best of what is known 

about persistence, transfer students, and African-American females. The review ended at 

a point where there is limited/lacking knowledge, growing need, a thirst for specific 

understanding, and a demand for greater clarity on one of the fastest growing subgroups 

in American student populations – African-American female transfer students.  

 As colleges and universities continue to diversify and to alter old images of what 

the needs and challenges are for their emerging student bodies, it will be necessary and 

urgent for researchers to stay abreast. With females projected to soon constitute upwards 

of 60% of student populations combined with changing demographics that find each 

minority group garnering a different set of variables/circumstances which require a 

specific lens of analysis, it is relevant to pursue new knowledge moving in this direction. 

This summation point is what formed the basis of my conceptual framework and 

anchored the exploration of this study. 
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Persistence 

 The literary journey of academic persistence contains over seventy years of 

research (Braxton, 2000; Peltier, Ladson & Matranga, 1999) and highlights what can be 

described as four major shifts. Each of the shifts has been ushered in to reflect the 

challenge to accommodate and better serve the needs of an ever-growing, ever-changing 

student population. From its inception in the literature, persistence has come to mean a 

student’s continuous postsecondary education behavior that potentially leads to 

graduation (Spady, 1971). Pascarella and Terenzini (1998) concur by describing it as the 

progressive college reenrollment either continuous from one term to the next or 

temporarily interrupted and then resumed.  

Hrawboski, Green, & Maton (2002), in a review of the Meyerhoff scholars, take a 

more longitudinal approach by viewing persistence as an iterative process of schooling 

that teaches what can be called   survival skills and seeks to build on successful 

behaviors. By this admission it is suggested that as students matriculate through 

elementary school, move on to middle school, and then on to high school where an 

official graduation occurs, they gather a cumulative understanding of what to do to get to 

the next level. By the time a student reaches college, a set of normative clues have been 

dispensed. Now a student’s continuation behavior has the potential to lead in a rather 

transformative manner, to turning an individual’s dream of successfully matriculating in a 

college environment to being awarded a certificate or degree. Measuring the distance 

from a dream to a degree is replete with many challenges and barriers. How the student 
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navigates this educational terrain largely speaks to whether he or she will persist or 

succumb to one of the many barriers or challenges (Hrawboski et al, 2002). 

Historical Context and Early Studies 

 History finds the contribution of sociological research at the base of what we 

know about postsecondary persistence. In a review and synthesis of the literature on 

dropouts from higher education constructed by William Spady (1970), a search for an 

interdisciplinary approach to studying this phenomenon was sought. Spady posits, 

       “I noted the paucity of theoretically based multivariate research approaches designed 

to explain the interrelationships among factors believed to affect the attrition process. I 

suggested, in turn, how a theoretical model based on Durkheim’s (1951) concept of social 

integration might be used to synthesize the broad range of findings currently available.” 

(p. 34) 

 

From his treatise on the social nature of suicide, classical sociologist and theorist 

Emile Durkheim laid the foundation of thought that bridged Spady’s “normative 

congruence” (grades, intellectual development) and “friendship support” (social skills) 

(Spady, 1970). Durkheim’s research was centered on a small French village and the issue 

of suicide among its residents. In this study, Durkheim found that the more an individual 

was involved with relationships and connected to the community, the less likely they 

would be to commit suicide. From creating an analogy between dropping out of college 

to committing suicide, Spady constructs a viable model to study persistence. By 

projecting this line of reasoning into an educational context he lays a foundation that 

directs inquiry for decades (Braxton, 2000). 

 Adding refinement to Spady’s model, Vincent Tinto (1975) developed a 

longitudinal model focusing on academic and social integration to explain the persistence 
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process for students attending a 4-year residential college (Cabrera, Nora, & Castaneda, 

1993; Tinto, 1982; Sorey and Duggan, 2008).  His investigation finds that student 

persistence depends on the student’s successful integration into a school’s academic and 

social systems.  Tinto suggests that at the point of arrival, a student brings personal 

attributes, family background characteristics, and high school experiences that shape 

his/her goals and commitment to graduate. The combination of these variables then 

influences a student’s interaction. Tinto also infuses elements of an anthropological 

perspective by Van Geneep (1960) which incorporates “rites of passage.” Van Geneep’s 

research explained intra-cultural rites of passage from adolescence into adulthood, and 

further identified three developmental stages: 1) separation, 2) transition, and 3) 

incorporation. From this Tinto focuses on the level of difficulty inherent in any transition 

process and seeks to observe how students experience rough spots in their educational 

process. 

The Evolution of Persistence Research 

 Tinto (1993), a leading scholar on the topic, purports that persistence in college 

requires individuals to adjust both socially and intellectually to the new and different 

environment of college. He further notes that this requirement demands collaborative 

attention by both the student and participating institution. Having this didactic encounter 

allows the institution the ability to learn more about its students- their needs, expectations 

and concerns. From this proactive posture of concern colleges can meet the needs and 

expectations of their students. When student’s needs and expectations are met, they are 
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more likely to succeed and when students succeed, they are more likely to persist 

(Wawrzynski and Sedlacek, 2003). 

 Noting the growing importance in keeping students in school, every stakeholder 

in the educational enterprise has sought opportunities to assist with persistence. From this 

observation there also come certain distinctions in the form of questions noting “what” 

and “who” should guide the goal of keeping students enrolled. Glavan (2009) offers 

clarity and organization by distinguishing the related concepts of persistence, departure, 

and retention. He states that each of the terms relates to students remaining in college for 

one reason or another, but also that the terms each represent a different perspective. 

Accordingly, Glavan suggests that retention is evaluated from the point of view of the 

college, which primarily views students as a group, and focuses its attention on general 

problems that most students share rather than on the struggles of individuals. Statistics 

and academic theories that discuss what college personnel call the “departure puzzle” 

view the problem from an institutional perspective (Braxton, 2000; Tinto, 1993). 

Persistence, on the other hand, is said to be understood from the point of view of the 

student. The trinity of persistence, departure, and retention is often used interchangeably 

and seeks to promote the collective wisdom of moving students from beginning to a 

successful completion of their college experience. Glavan’s dissection of this trinity of 

terms projects both an understanding and shapes the sharing of research studies dedicated 

to increasing the successful continuation behavior of students in college. 

 Bailey & Alfonso, in a 2005 Lumina Foundation report entitled “Paths to 

Persistence”, find that Tinto sets the theoretical tone of persistence research with three 
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models.  First, the student integration model is designed to help colleges understand why 

students leave, so the institutions can design activities to better serve students’ needs and 

thereby increase retention and graduation rates. The second model is of Social Integration 

and seeks to focus on such factors as interaction with faculty and participation in 

extracurricular activities. The third and last model is the Academic Model of Integration, 

which is usually measured by grades or other indications of academic achievement. It 

implies that institutions should develop processes and activities that foster both types of 

integration among college students (p.11). 

Recognizing the interest of institutions in maintaining its student populations, a 

plethora of information has evolved that aligns the execution of best practices with high 

levels of institutional effectiveness ( Bailey &Alfonso, 2005; Bailey & Leinbach, 2005; 

Roueche, Ely, & Roueche, 2001; Titus, 2004; Calcagno, Bailey, Jenkins, Kienzl & 

Leinbach 2005). From this research has grown a cadre of factors that positively influence 

student persistence. In a synthesis of early research provided by Peltier, Ladson & 

Matranga, (1999), they explore factors that reflect a dual focus on individual as well as 

institutional concerns. These additions embraced several different factors that were 

thought to impact persistence in college. Their review includes an examination of student 

involvement by Milem & Berger (1997) who found while building on the research of 

Astin and Tinto, that early involvement with other students and faculty aids greatly in 

retention. The significance of this finding underscores the importance of involvement as a 

precursor to retention for students in general and more specifically for non-traditional 

students. 
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 Research by Stoecker, Pascarella & Wolfe (1988) explored individual 

characteristics that were more typical of non-traditional student populations. They found 

that race, age, and gender were related to persistence. Specifically white, female and 

younger students were more likely to persist than black and Native American, male and 

older students. Overall, the study of persistence as it relates to race took on a bifocal 

approach by looking either at segregated institutions, that only served students of one 

race, or at integrated institutions. The segregation issue which was outlawed in the 

famous case of Brown v. Board of Education of 1954 found institutions of higher 

learning slow to implement and deliberately delaying what was ordered in the ruling. 

This action on the part of institutions perpetuated the segregated educational experience 

which produced separate white and minority institutions of higher education (Duster, 

2009).  

Studies examining segregated institutions typically involved samples from 

Historically Black Colleges and Universities (HBCUs) and focused on which factors 

positively contributed to persistence and graduation for African American students 

(Robinson, 1988; Guifredda, 2005; Carter, 2005). The study of integrated institutions 

occurred mainly at Predominantly White Institutions (PWIs) and sought to compare 

different races of students to determine whether disparities in persistence existed 

(Sedlacek &Wawrzynski 2003). 

Outside of demography, environmental factors have also been thought to have an 

impact on persistence. A study by Upcraft & Gardner (1990) supported the impact of 

environmental factors on college success. They examined how persistence related to 
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whether or not a student lived on campus or off. The importance of influence of the 

environment was founded in the history of residence halls on college campuses and 

suggested that, even from the time of colonial colleges, educators believed that there was 

something positive about living in dormitories. In his study in 1977, Astin examined over 

225,000 students and declared the most important environmental characteristic associated 

with finishing college was living in a residence hall during the freshman year. Chickering 

(1974) followed by analyzing 17,000 students and came to similar conclusions. He 

highlighted that the on campus students were more involved in academic and 

extracurricular activities with other students and even featured better grade point 

averages. Following the lead of some of Astin’s research (1973, 1977), later studies also 

found that students living in residence halls were more likely to graduate in four years 

than commuters. It was not until 1993 that Wolfe found no significant differences in the 

academic success between dorm dwellers and their commuting student counterparts. Also 

at this time, research conducted by Lewallen (1993) found the pendulum swinging back 

in support of the college-environment characteristics of full-time enrollment and on-

campus living being positively associated with persistence. 

Current findings that incorporate the lack of financial flexibility in living on 

campus necessitate the growing number of commuter/online institutions. Related to the 

impact of the college environment on persistence, another area that garnered a lot of 

attention because of its effect on persistence was the level of involvement found in the 

extracurricular activities of college students. Early studies in this area specifically 

investigated opportunities for involvement outside the classroom, such as memberships in 
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academic organizations, student government, special interest clubs, and social 

organizations such as fraternities and sororities (Peltier, et al, 1999).  

Across the entire landscape of persistence, Swail, Redd & Perna (2005) offer an 

overarching consolidation of the widespread factors of influence which relate to 

persistence. They categorize the factors as cognitive, social, and institutional. According 

to their characterization, cognitive factors consist of the intelligence, knowledge, and 

academic abilities that a student brings to their college experience. Social factors include 

the broad issues that allow or inhibit a student fitting in, engaging in peer group 

dynamics, projecting career goals, fulfilling educational legacy, and displaying coping 

skills. Institutional factors highlight the university’s ability to provide students with the 

necessary components of academic assistance.  

Swail (2006) further explores the imperative of educational institutions to also be 

proactive in addressing issues related to persistence. Specifically, he provides guidance to 

institutions by outlining seven proactive considerations that should be addressed in order 

to meet the needs of their student consumers by encouraging institutional accountability. 

These include understanding the nature of the problem, the reasons why students leave, 

what specifically is already being done by the institution to ameliorate the issues why 

students leave, how effective are the programs or strategies which are being used, what 

other programs and strategies may be worth considering, is there existing evidence that 

there is significant support on campus to do something about the outlined issues, and 

does the organization truly understand the institutional change process? 
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 The synthesization of factors related to persistence by Swail and his colleagues 

underscores one of the main reasons why persistence has been and still is a focus of study 

within the literature. Institutions today are interested in producing more college graduates 

and less college goers. As such, the body of research that addresses why students leave 

prior to completion and fail to persist is of even greater interest. While the question of 

persistence still remains a pressing issue, the focus on who it relates to has expanded in 

relation to the shift in who the typical college goer has now become.   

Persistence Refocused: The Shift toward examining Non-Traditional Students 

 From this base of early understanding about persistence a plethora of studies 

resulted. As this stream of literature emerged, one of the most common points of 

contention became the homogenized manner in which students were perceived and 

studied. Much of the earlier theory development and study of persistence was based on a 

sample which overwhelmingly included mainly the traditional college student. Consistent 

with the time, the profile of a traditional college student involved being white and male, 

matriculating at four-year institutions right out of high school, being enrolled full-time, 

and residing on campus (Reason, 2003; Carter, 2005). Durkheim’s research coincided 

with these times when typical study samples mainly included the traditional college 

student. One of his seminal studies occurred around 1947 when the Second World War 

ended and the G.I. Bill was introduced and implemented. This resulted in a higher 

educational landscape that was largely segregated with approximately 71 percent of 

traditional college students being male and majority white (Duster, 2009; Snyder, Dillow 

& Hoffman, 2008). This representation of the traditional college student remained 
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consistent until 1978, and it was not until 1982 that institutions of higher education began 

reporting parity of male-female graduation rates (Synder & Dillow, 2007; Buchmann, 

DiPrete & McDaniel, 2008). 

 Much of the early work on persistence was studied in the context of the typical 

college student and what researchers believed would be the prevailing factors which 

affected their college experience and eventual graduation. Over time, institutions of 

higher education experienced the exponential growth and inclusion of college students 

who did not fit the traditional model. The increase in the number of non-traditional 

students in a college setting highlighted the relative inappropriateness of earlier 

persistence research which mainly sampled traditional students.  This occurrence very 

quickly became the basis of intellectual discourse and resulted in an outcry for theory 

revision (Reason, 2003).  Tinto himself pointed out that his research (1975) did not 

necessarily speak to the experience of non-traditional students or those underrepresented 

in higher education. Among those who could be classified as being excluded from early 

persistence research like that of Tinto were students of color, those who were older, 

transfers, those with disabilities, and first generation college students. These and other 

types of non-traditional students would in later years come to be represented in very large 

numbers in the next wave of college student increase (Reason, 2003; Carter, 2005; 

Stietha, 2010). 

 The relative absence of non-traditional samples in early persistence research also 

underscores how little we know about the factors which affect the graduation rates of this 

group as compared with the more traditional college student. This disparity is evidenced 
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by another criticism of Tinto’s model where he uses anthropological concepts such as 

rituals of transition (Carter 2005; Tierney, 1992). Tierney posits, that “rituals of transition 

have never been conceptualized as movements from one culture to another” (p. 611) and 

as such should not be thought of as universally applicable. Tierney further suggests that 

the difficulty experienced by individuals undergoing a rite of passage in a culture that 

may or may not be their own may differ from that of individuals in their native culture. 

Later, Harper (2006) would concur with Tierney in his observation of minority students 

attempting to “act white” in achieving academic success. Although his research examined 

non-college age students, it nevertheless reflects how the inappropriate and widespread 

application of the traditional student’s cultural experience can occur much earlier in the 

educational experience. Similarly, Bean (1980) objected to Spady’s and Tinto’s linkage 

in early persistence studies to suicide and ‘rites of passage’ rituals as a focal point of 

study. Bean suggested that a better analogy could be to extrapolate to a student 

population from a business environment which was inherently more diverse and would 

more appropriately explain why individuals leave work or group settings.  

 The inability of early persistence research to reflect the experience of non-

traditional students highlighted the need for discourse among scholars to take on the 

challenge of broadening the circle of inclusion and allowing the theory to accommodate 

all in very authentic and culturally appropriate ways. By recognizing that all students in 

the late 1970’s and early 1980’s did not fit under the traditional umbrella, researchers 

began to think outside of the proverbial box and explore new avenues of thought, thus 

beginning the shift toward the study of more non-traditional student populations. 
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Another major point at this time influencing this shift was the forecast of trouble 

in the numerical decline of traditional students. Many administrators in response based 

their institutional survival on increasing the number of nontraditional students to replace 

the loss of traditional ones (Bean & Metzner, 1985). Two major studies by Astin (1984) 

and Bean and Metzner (1985) reflected the first major shifts in persistence research that 

would broaden the scope of who should be the focus of an institution’s retention efforts. 

Astin’s (1984) research broadened the scope of research by developing a theory of 

Student Involvement which examined academic as well as social aspects of a student’s 

college experience. He presented this theory as a two-sided coin where student success 

can be seen as a correlation between their levels of academic and social involvement on 

campus. Alternatively, Astin is also concerned with student “non-involvement” which he 

believes can lead to isolation from peers or the student’s physical removal from school.  

More specifically, research by Younger (2009) underscores that of Astin and identifies 

possible factors which could lead to non-involvement. These factors include “living at 

home, commuting, attending part-time, being employed off campus, being employed full-

time, and watching television” (p.126). These factors represent those which would more 

closely be associated with non-traditional populations of students rather than traditional 

students.  

Consistent with Astin, Bean and Metzner (1985) contribute a model of Student 

Attrition that recognizes the need to broaden the student population to focus on 

expanding the higher education student profile. It provides an insight of how different the 
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needs and complexities of students can be.  The focus is placed on nontraditional students 

who are defined as: 

Older than 24, or does not live in a campus residence (e.g., is a commuter), or is a 

part-time    Student, or some combination of these factors; is not greatly influenced by 

the social environment of the institution; and is chiefly concerned with the 

institution’s academic offerings (especially courses, certification, and degrees). (p. 

489) 

 

The original research examined 624 non-traditional, first-year students and identified four 

sets of variables that would influence a student’s decision to depart including GPA from 

college, intention of the student to stay or leave school, academic (high school 

performance) and personal background (age and race/ethnicity), and environmental 

variables. 

 Adding to this progression of knowledge about non-traditional students was the 

work of Donaldson and Graham (1999) who studied the experiences of adult 

undergraduate students in higher education. Their Model of College Outcomes is said to 

serve as a framework displaying the differences between adult students and their 

traditional counterparts (Sorey & Duggan, 2008). A common point of analysis was the 

comparison of student types and the projected advantage held by the traditional group. 

Most significant to this study is the inclusion of transfer students as a component of this 

growing category of non-traditional students.  

Because the face of institutions began to look differently as they experienced the 

growth of multi-faceted and diverse student populations, in response these schools also 

began concentrating on the retention factors and characteristics associated with non-

traditional students and more specifically on transfer students who represented a 
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dominant subgroup of non-traditional students. In order to more fully understand the 

needs of transfer students and, more specifically, the environment from which they come, 

a discussion of the history and development of community colleges is necessary. 

Community Colleges: The Origins of Transfer Students 

“Originally developed as open-admissions junior colleges, offering the first two 

years of a baccalaureate education, community colleges have evolved into comprehensive 

institutions. They serve the postsecondary educational needs of communities in many 

ways, in particular preparing students to transfer to upper-division universities or to enter 

the workforce directly. The close to 1,200 community, junior and technical colleges in 

the United States are regionally accredited, nonprofit higher education  institutions and 

include public, independent, and tribal colleges. While most community colleges restrict 

their programs to two years or less and confer associate degrees and certificates in a wide 

variety of subject areas, a growing number of them now offer baccalaureates in applied 

fields, teacher education, and nursing.” 

                                                             (Boggs, 2010, p. 2) 

Exposing the true beginnings of the transfer student phenomenon would entail an 

introduction to the characters William Rainey Harper and J. Stanley Brown (Brint & 

Karabel, 1989).  Harper was serving in 1901 as the president of the University of 

Chicago, and J. Stanley Brown as the principal of Joliet High School, when in a 

fortuitous meeting of the minds, the principal and the president joined forces to expand 

educational opportunity. Together these two men collaborated to help bridge opportunity 

and preparation in the form of our country’s oldest community college –Joliet Junior 

College. (Boggs, 2010) 

The second phase of historical significance in the transfer phenomenon is 

described by Brint & Karabel (1989) as the junior college movement of three Generals. 

During this period, three dominant personalities emerged and gave distinction to transfer 

students. They were: Leonard V. Koos, Walter Crosby Eells, and Doak S. Campbell. On 
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their watch, these gentlemen witnessed spirited debates over the need to emphasize 

vocational education in the junior colleges by diverting students away from the university 

and providing an alternative to a traditional university education. In their minds, junior 

colleges could “democratically” guide less capable students toward their place in society 

without subjecting them to the “ruthless” but socially necessary elimination awaiting 

them at the university (Brint & Karabel, 1989, p.36). Amazingly, discourse was being 

provided by the very students these three leaders were trying to protect. Of the junior 

level students who were advancing to the upper division, it was found through 

comparison of academic performance that the transfer students were out-performing the 

native students. Such evidence solidified the transfer function into the mission of 

community colleges and guaranteed a second chance access to higher education (Handel, 

2007b).  

Shaped largely by the political forces of World War II’s victorious conclusion, 

President Harry Truman’s 1947 Commission report brings attention and focus to the 

concept of educational accessibility. The term “community college” was coined along 

with an attitude of democratically serving the interest of all, rather than an elite few. 

Characterized by an expansion to every state, this commission saw fit to serve both the 

numbers--returning veterans, baby boomers, and the need to produce skilled workers in a 

shifting economy (Boggs, 2010).  

The components of this rich history have set up the backdrop to which research on 

transfer students has both evolved and developed. Espoused in the latest factsheet 

provided by the American Association of Community Colleges (2011), over half of all 



 30 

students in the American higher education system began their postsecondary education at 

a community college. The responsive nature to both academic need and the personal 

investment of taking a person from where they are in an academically challenging status 

to where they want to be academically  is the most practical magic offered in American 

community colleges (Coley, 2000; Roueche, Richardson, Neal, & Roueche, 2008). 

The continued relevance of community colleges and transfer students was 

confirmed by President Obama, who issued the clarion call to all Americans to do their 

part in restoring our status as leaders in global innovation. To compete in a world 

economy with advantage and skill, Americans must become a highly educated citizenry.  

The President has declared community colleges as the most affordable and accessible on 

ramp to restoring our country’s economic vitality. In honoring the mission of America’s 

community colleges to educate, the innovation of Harper and Brown finds itself 

answering the call to once again bridge the educational divide by providing to millions a 

second chance, especially transfer students who are among those now representing the 

fastest growing/emerging population on college campuses. 

Transfer Students 

 Traditionally, students who transferred did so after completing two years of study 

at a community college; their transfer was usually to a four-year university. But in 

today’s more mobile society, students sometimes transfer multiple times between both 

two- and four-year institutions. Reverse transfers (those who transfer from a four- to a 

two-year school) and lateral transfers (those who transfer from a two to another two-year 

or from a four-year to another four-year school) are quite common. Thus, for an 

institution (two- or four-year) to fully understand the transfer student population, it must 

realize, at the outset, that the students bring with them quite varied backgrounds, 

experiences, and academic portfolios. One thing is certain: The number of students who 

transfer is increasing, and the complexity of dealing with those students’ needs has 

become an increasingly important issue in enrollment management 
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(Jacobs, 2004 p.3). 

 

According to Laanan (2004), it is important to note that early studies on transfer 

students were not undergirded by a strong theoretical base and conducted much of their 

inquiry prior to the student reaching the four-year campus. They featured mostly 

quantitative studies that simply highlighted academic comparisons of transfer students to 

native students (Cedja, 1997; Eggleston & Laanan, 2001; Gao, Hughes, O’Rear & 

Fendley, 2002; Jacobs, 2004). The majority of persistence studies which used transfer 

students as a sample explored individual and institutional factors that were thought to aid 

in student success (Townsend & Wilson, 2006; Townsend, 1995; Sedlacek, 2005). 

Because of the once competitive relationship between two-year and four-year 

schools, many early studies on college students were not collaborative. One such example 

was observed by Cohen & Brawer (2003) in describing how two-year institutions 

engaged in a practice called “cooling out” for large numbers of their lower ability 

students by tracking them into remedial classes and thus out of the transfer curriculum. 

Students who were steered along this path often graduated after two years and 

community colleges were praised for becoming engines of economic development in 

their communities (Jacobs, 2004).  

Grubb (1996) challenges the “cooling out” notion on several counts. Among 

them, he argues that many of the affected students would have otherwise attended a four-

year school, as current data reflects that states whose community colleges have a 

vocational emphasis have higher four-year college enrollments. He also suggests that 
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community college counselors are not required to maintain records that would allow for 

systematic tracking of student information but in spite of this they continue to guide 

students into vocational education without a relevant basis.  

Much of the early research on transfer students dealt with issues of access and  

incorporation (Townsend, McNerney& Arnold, 1993), academic performance as 

measured and expected in terms of “transfer shock”(Dowd, Cheslock & Melguizo, 2008; 

Nickens, 1972), and comparisons to their traditional student counterparts (Best & 

Gehring, 1993; Carlan & Byxbe, 2000; Pascarella & Terenzini, 2005;Younger, 2009). 

Studies relating to access simply focused on how important the transfer function was to 

maintaining access to higher education (Lanaan, 2001; Jacobs, 2004), and whether it 

provided a second chance to take full advantage of educational opportunities (Handel, 

2007a). Aspects of incorporation span the gamut from the revision of major theory to 

include transfer students, such as Tinto’s (1987 and 1993) Social Integration Model 

which merged aspects of social and academic skills on the part of students and 

universities; Townsend’s qualitative studies that focused on issues of educational equity; 

and the creation of Lanaan’s Transfer Student’s Questionnaire which explored the 

process of adjustment experienced by transfer students. Lanaan(1996) uses Astin’s 

Theory of Student Involvement as a theoretical base to build his questionnaire. 

      A host of other studies looked at identifying and removing barriers, and 

addressing the challenges to the educational process for transfer students. The literature 

on transfer shock (Dowd, 2005; Diaz, 1999; Hagedorn, Moon, Capers, Maxwell & 

Lester, 2006) examined the grade point average (GPA) of transfer students while 
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attending a community college and sought to track and compare the GPA of the same 

transfer students once they began matriculating at a four-year institution. The concept of 

transfer shock assumes that the students’ grades will initially worsen early in the transfer 

process, return to a level of prior normalcy within a one to two semester frame, and might 

even allow the students to experience “transfer ecstasy” where their grades at the four 

year institution exceed their expectations (Laanan, 2001, p. 7). Research by Ishitani 

(2008) found discrepancies in the correlation of number of hours transferred in, and the 

student’s  level of academic success. It appeared that students who transferred more than 

30 hours did better in terms of academic integration than those students who possessed 

fewer. Transfer student research suggests that those students who were “tracked,” “case 

managed,” or included in structured articulation agreements tended to do better 

(Mosholder & Zirkle, 2007). 

      Based on the findings of these and similar studies, the focus on articulation 

agreements in the literature increased. These agreements were designed to greatly reduce 

or eliminate chaos from the transfer process and represent an institution’s desire to 

replace the competitive relationship between community colleges and four-year 

institutions, with a more collaborative and student-accommodating interaction. Touted as 

a synergistic response to the exponential growth of transfer students, articulation 

agreements streamlined the process and provided factual information which could be 

monitored officially by the state (Southern Regional Education Board, 2010). The 

popular 2+2 articulation program was designed to have a student begin their 

postsecondary career at a community college, complete 2 years, and transfer the balance 
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of their course work at the senior four-year school preparing to graduate. Research by 

Lewis and Middleton (2003) reveals that despite these positive efforts, less than half of 

the eligible students who enter a community college with the aspirations of transferring 

and earning a baccalaureate degree, do so (Dowd, Cheslock & Melguizo, 2000). This 

missing number of would-be transfer students that never make it to the four-year school 

creates both an opportunity and an urgency to know more about this fast growing student 

population. 

      Among the factors which affect the persistence of transfer students in a four-year 

institution is the nature of the advising which they receive. Whether a school has a 

transfer center or a top-notch set of advisors largely predicts the outcome of how well 

two-year students will transition and integrate into a new school environment. A lot of 

the leadership and guidance on this issue fell to academic advisers and solidified their 

significance in promoting academic persistence (Hoover, 2010; NACADA, 2003, Swail, 

Redd & Perna, 2003). The concepts of intrusive advising which coerce students to be 

advised, and appreciative advising (Hall, 2008) which encourage students to seek 

advising as necessary, continue to be popular and the selection depends on institutional 

and/or departmental decisions. The universal message is that effective advising 

works, and all institutions seeking institutional effectiveness should have such a program 

in place (NACADA, 2005; Bahr, 2008). 

 Julianne Malveaux (2003) who is an economist by training and currently serving 

as the president of one of America’s two colleges that boast an exclusive student 

population of Africian-American women, (Bennet College) explores the long term 
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financial implications of students not persisting.  She cites how a completed degree 

advantages underrepresented minority students by showing that the median African-

American family income is 63 percent of the median white family income; yet if income 

data is only analyzed for individuals who received baccalaureate degrees, African-

Americans on average earn 95 percent of what white individuals earn. 

In keeping with the financial theme, O’Connor (2002) proposes that yet another 

challenge to transfer students is the way financial aid is dispensed. She suggests that 

additional consideration should be placed on the shift sponsored by the Middle Income 

Assistance Act (MIAA) where federal support for post secondary education went from 

grants to loans. The impact of this shift affected the college-going rates of poorer 

Americans, and specifically those of color. O’Connor (2002) observed “that prior to the 

passage of this act, the federal government’s growing emphasis on federal grants, which 

began in the 1960s, had increased the probability that the poor would go to college and 

therefore decreased the risk that poverty would curtail the pursuit of a post-secondary 

degree. In contrast, the emphasis on loans, which occurred after the passage of MIAA, 

decreased this probability and in the process exacerbated the risk that poverty would 

negatively affect the chances of college matriculation” (p. 858). 

 Goldrick-Rab & Roksa (2008) rolls all these potential barriers into a category they 

call an institution’s “bureaucratic maze.” They posit that the extent to which an institution 

does not address these barriers compromises the persistence of its students, and the extent 

to which these issues are addressed and overcome allows the university to feature them as 

positive steps in the promotion of student success. 
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            Posing yet another challenge to the success of all students is the evaluation of an 

institution’s campus climate (Milem, Chang, & Antonia, 2005; Gurin & Nagda, 2006). 

Invaluable to the process of understanding what a healthy campus climate should 

incorporate is Hurtado’s (1998) common framework.  Her inquiry offers a four-

dimensional model of possible explanations for the phenomenon. They are: 

 An institution’s historical legacy of inclusion or exclusion of various racial/ethnic 

groups 

 The structural diversity, or the numerical representation of various racial/ethnic 

groups 

 The psychological climate of perception and attitudes between and among groups 

 The behavioral climate of campus intergroup relations. 

Equally as enlightening is the comparative body of research on native versus 

transfer students conducted by Pascarella &Terenzini (2005), who also examine barriers 

to matriculation. Pascarella and Terenzini as well as several other researchers 

(Dougherty, 1987; Carlon & Byxbe, 2000; Glass & Harrington, 2002)  have concluded 

that “students seeking a bachelor’s degree who begin their college careers in a two-year 

public institution continue to be at a disadvantage in reaching their education goals 

compared with similar students entering a four-year college or university” (p. 381). One 

such explanation is articulated by Berkner, He & Cataldi, (2002) who posit that “students 

who begin their higher education at a two-year school generally have more risk factors 

than those who begin their higher education at a four-year institution. To this end they 

cite seven factors that have a negative impact on retention. The factors include enrolling 
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part-time, delaying entry into postsecondary education, having a GED or dropping out of 

high school, having children or dependents, being a single parent, being financially 

independent of parents, and working full time while enrolled.  

     Wang (2009) concurs with what she calls the “obvious disadvantage associated 

with community college attendance” (p. 571), but suggests that it represents an obligation 

or, more precisely, an opportunity among higher education researchers to look within the 

community college transfer student group in identifying factors that affect their 

educational persistence and attainment. Offering the most comprehensive set of factors 

specific to transfer students, Wang has developed a model that would predict both 

persistence and baccalaureate attainment. She structures her research to explore 

precollege characteristics, environmental factors, and social integration factors (Appendix 

1).Of the factors she identifies within her model, community college grade point average 

( GPA) and locus of control emerge as the best predictors of persistence for students 

transferring from two-year community colleges to four year institutions of learning. 

 Consistent with the research of Wang (2009), Wawrzynski and Sedlacek (2003) 

offer insight on the factors related to persistence as it relates to a more specific subset of 

transfer students. Their findings indicate that not all transfer students, but particularly 

those from various racial and ethnic backgrounds, share the same experiences and 

expectations when transferring to a new institution.  They also suggest the importance of 

institutional responsibility in order to better facilitate transfer students’ transition. 

Administrators and those responsible for orienting transfer students to the university must 
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be aware of the experiences and expectations of transfer students in general as well as 

those of the various subgroups in the transfer population.  

This is especially important given the findings of Wawrzynski and Sedlacek 

(2003) that there were significant differences in expectations, behaviors and attitudes of 

transfer students by race and gender who transferred to a large, traditionally white 

institution. For this subgroup of transfer students, factors such as sense of community, 

support networks, and the ability to navigate a new collegiate system contributed to their 

persistence. Further, they also suggested that being aware of the needs and expectations 

of this population prior to their arrival on campus would better equip institutions to 

develop relevant programs and services to improve their persistence.  

This research by Wawrzynski and Sedlacek (2003) further underscores that 

persistence research cannot be approached as a one-size-fits-all model. Other researchers, 

like Townsend (1995), also stressed the importance of focusing on educational equity at 

institutions of higher education and advocated for research that sought to qualitatively 

examine specific factors that would be more applicable to students of color. Engaging in 

more meaningful, in-depth persistence research involving minority transfer students can 

only offer greater insight into a much understudied but quickly growing population who 

will likely emerge to meet the gap in the educational needs of the country (Rendon & 

Garza, 1998; Berger & Malaney, 2003).    

Minority Transfer Students 

 Moving from a more general view on the educational plight of transfer students to 

a more specific concentration on minority transfer students, highlighted the need for 
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additional research on this population. Given the increase of students of color attending 

two-year colleges with the intent to transfer, institutions need to gain more meaningful 

insight into the factors affecting the persistence of minority students as well as how to 

better serve this population. 

Over 30 years ago, Thomas (1981) identified some key issues for increasing 

African American student access and retention in college. Of particular interest was her 

final recommendation for increasing access to four-year colleges. She recommended 

increasing the role of two year institutions in promoting the transfer function to four year 

institutions by helping students of color get in the pipeline to progress. Interestingly, 

there is now more evidence that supports the usefulness of this recommendation (Rendon 

& Garza, 1998; Zamani, 2001). This has been contemporized by the fact that college 

enrollments are becoming more diverse and although more minority students are entering 

college at a higher rate, these students are also leaving at a higher rate than non minority 

students (Adelman, 1999; Wellman, 2002). 

 Though there is a wealth of information to be found throughout the literature on 

the topic of persistence, very little of it focuses on minority students and even less of a 

focus exists for African-American female transfer students in higher education (Laanan, 

2004; Reason, 2003; Seidman, 2007). Of the existing persistence studies using a minority 

sample, most of the studies are organized based on educational settings or types of 

institutions which looks at minority students matriculating at Historically Black Colleges 

or Universities, Hispanic Serving Institutions, Tribal Colleges, or Predominantly White 

Institutions/Traditionally White Institutions. Disparities were found by comparing 
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students of color to white students, native students to non-native students, Deficit models 

that concentrate on the characteristics of students who fail to persist, and Success models 

that offer insight on how a student reaches educational goals. These studies may be either 

quantitative or qualitative in design and capture either statistical or practical insight in 

each of the areas. 

Despite the lingering disparities found in the persistence of minority college 

students (Sedlacek & Brooks, 1976; Warnzski & Sedlacek, 2005), great caution is offered 

in looking at this population of students from a pathological perspective. (Carter, 2005; 

Harper, 2006; Fries-Britt, 2001). There is a growing number of race sensitive/FUBU 

scholars that suggests incorporating a strengths perspective is the most appropriate way to 

study and address deficits. Couched in an educational context, there are three such 

sources: 1) Padilla’s Model for Minority Student Success, 2) Sedlacek’s Non-Cognitive 

Variables Predicting Academic Success by Race, and 3) Hrabowski et al, (2002) book 

Overcoming the Odds: Raising Academically Successful African-American Young 

Women, that will aid in the collection of positive knowledge. 

Padilla’s Model identifies successful strategies that are used by minority students 

in a college setting. He presents the use of theoretical and heuristic knowledge as a two-

sided coin. The theoretical side is provided by classroom instruction, while the heuristic 

side is sponsored by practical and useful knowledge which is gained informally by peers 

or more seasoned students. This model highlights four barriers that minority students 

must deal with in order to be successful on a college campus. They include: Discontinuity 

which includes anything that prevents a smooth transition from point A to point B in their 
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college experience; Lack of Nurturing which features no formalized support system that 

dispenses helpful and affirming messages; Lack of Presence – here there is no strength in 

numbers or the inability to see a strong minority presence of faculty, staff, administrators, 

or fellow students; and Resource Barriers- primarily addressed as financial yet includes 

all inabilities to perform successfully. 

Taking clues from the deficiency models of research, Sedlacek and Brooks (1976) 

identified that a disparity existed between the persistence of white and minority students. 

From this finding they chose to seek a different set of variables that would address the 

success of African-American students. They found the following non-cognitive variables 

to be significant: 

1. Positive self-concept 

2. Realistic self-appraisal 

3. Understanding of and ability to deal with racism 

4. Preference of long-range goals over more immediate short-term needs 

5. Availability of a strong support person 

6. Successful leadership experiences 

7. Demonstrated community service 

           In the book, Overcoming the Odds: Raising Academically Successful African-

American Young Women (Hrabowski, Green & Maton, 2002), the authors showcase the 

positive efforts of Meyerhoff scholars/students on the campus of the University of 

Maryland at Baltimore County. This study examined through interviews and personal 

observations the behaviors of successful female students. Findings reveal that these 
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families valued and promoted the benefits of a good education throughout the child’s life, 

that someone significant acted in the capacity of socio-emotional maintenance or 

supported the student as a personal cheerleader, and finally, in an age of accountability, 

that one’s actions matter and have consequences attached. 

Among minority subgroups, African-American females are currently dominating 

the educational landscape as the fastest growing double minority group of transfer 

students. Additionally, this group will continue to grow exponentially if the wisdom of 

supportive success models is implemented and student persistence becomes an obtainable 

goal.  Such is the rationale for incorporating a strength perspective to this study.  

Conceptual Framework 

Now equipped with a generalized view of the literature, the scope is narrowed to 

include what has been offered as the most illuminating for a study that seeks to identify 

factors associated with African-American female transfer student success. The seminal 

work on student persistence by Vincent Tinto is offered as a base with additional content 

both balancing and heightening relevance. The inquiry of this study will be guided by: 

Tinto’s Model of Student Integration, Wang’s Model of Persistence and Baccalaureate 

Attainment in Community College Transfer Students, and the body of knowledge 

surrounding educational resilience, using a perspective sponsored by Critical Race 

Feminist.  

 

 



 43 

Wang’s Theory of Persistence 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

First drawing on the general models of Wang (2009) and Tinto as a foundation, it 

is important to broaden the scope of the current persistence research for African-

American female transfer student population to more clearly delineate specific and 
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Fig. 1 A model of baccalaureate attainment and college persistence among community college transfers 
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relevant success factors.  Wang’s (2009) model identifies three overarching categories of 

precollege characteristics, college experience, and environmental factors that will serve 

as the basis. Wang’s model incorporates many of the variables distinguished in prior 

research as significant and adds an emphasis on psychological factors. She used the 

National Education Longitudinal Study of 1988, which tracked 1992 graduates who 

attended community colleges first, and then transferred to a four-year institution. Her 

findings reveal that the two most significant factors predicting persistence in transfer 

students were a student’s community college grade point average and a student’s locus of 

control. 

Critical Race Feminist 

The evolving reportage of Intersectionality includes an initial emphasis of inquiry 

by critical legal scholars who “attempted to analyze legal ideology and discourse as a 

social artifact which operates the recreate and legitimate American society”, (Crenshaw, 

1988) Their goal was to expose inconsistencies and how American legal present further 

describes that the base of this movement was informed by the early 1970 works of 

Gramsci and his notion of “hegemony” to describe the continued legitimacy of 

oppressive structures in American society. The movement’s failure to offer pragmatic 

strategies for material social transformation and include racism in its critique, caused 

legal scholars of color to seek a more meaningful remedy. Critical Race Theory (CRT) 

was created (as an off spring) by Derrick Bell and Alan Freeman in the mid 1970’s as a 

more appropriate way of both explaining and addressing the issue of marginalized or 

oppressed people. At its core is the acceptance that racism is “normal, not aberrant, in 
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American society” (Delgado, 1995, p.xiv), and because it is so much a part of the fabric 

of our society, it appears both normal and natural to people in this culture.(Ladson-

Billings, 1998) 

The point of particular relevance to this study is CRT use of storytelling yo 

“analyze the myths, presuppositions, and received wisdoms that makeup the common 

culture about race and discrepancies. This verbal exchange described by Delgado as 

finding your voice and naming your reality. Additionally he posits that there are three 

reasons for naming your reality: 

1. Much of “reality” is socially constructed 

2. Stories provide members of outgroups  a vehicle for psychic self-preservation 

3. The exchange of stories from teller to listener can help overcome 

ethnocentrism and the dyconscious drive or need to view the world in one 

wars.(cited Ladson-Billings) 

In 1989 Kimberlee Crenshaw, another legal scholar chose to coin the term 

“Intersectionality” to reflect the inability of her clients to separately experience either of 

the three social forces(race, class, and gender) that often après people of color. She 

suggested that her clients of color did not have the luxury of isolating their experiences of 

race, class, and gender, but rather felt the full effect of concomitantly with each 

experience. The early nineties then found feminists scholars paying particular attention to 

the role of voice and the legitimation of stories that made a difference in area of 

education. (Hill-Collins, 1990; Ladson-Billings, 1998) 
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From this rich history, Critical Race Feminism was chosen by this study as an 

appropriate lens to analyze the unique experiences of African-American female transfer 

students. Researchers have identified five tenets that show how Critical Race Theory, 

which is the broader category of Critical Race Feminism (Crenshaw, 1991), has the 

potential for informing educational research, curriculum and policy formation: 1) that 

race and racism are central, endemic, permanent, and fundamental in defining and 

explaining how United States society functions; 2) challenges dominant ideologies and 

claims of race neutrality, objectivity, meritocracy, color-blindness and equal opportunity; 

3) is activist in nature and propagates a commitment to social justice; 4) centers the 

experiences and voices of the marginalized and oppressed; and 5) is necessarily 

interdisciplinary in scope and function (Delgado Bernal, 2002; Delgado & Stefanicic, 

2000; Solarzano & Yosso, 2000) as cited in Evans-Winters & Esposito, 2010, p.15. 

Of specific significance to this exploration is the work of three African-American 

female scholars, Theodora Berry (2010), Venus Evans-Winters, (2005), and Carla 

O’Connor (2002). Their collective quests explore from a strength’s perspective, the topic 

of educational resilience in African-American females. Their powerful works of 

contemporary research and analysis have begun to move researchers contemplating 

meaningful research in the field of education away from deficit-oriented research on 

black females toward a context of research frameworks that privilege resilience and 

agency (Evans-Winters & Esposito, 2010; Fries-Britt, 2000; Carter, 2005). Their timely 

departure from deficit models that simply confirm why students leave opens new 
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discussions and appropriate insight into what educators truly want to know, how to help 

students succeed in college.   

Borrowing from the business community, there is a concept/practice called an 

“escalation of commitment” that says, despite evidence which supports abandoning a 

course of action, the individual renews his/her fervor and stays with it. The why can only 

be understood from what Critical Race Feminist has called their personalized 

counterstory (Berry, 2010; Evans-Winters, 2005; O’Conner, 2002). 

Berry, Jay & Lynn (2010) speak of a critical race narrative of intersectionality. By 

this they suggest “One of the elements that appear in critical race theory and its 

subsequent theoretical outgrowths is the element of counterstory or counterstorytelling”. 

Counterstory, as described by Delgado (1999), is created by the out-group, the members 

of the socially marginalized group, aimed to subvert the reality of the dominant group. 

For socially marginalized groups, this reality centers on a host of presuppositions, 

commonly held wisdoms, and shared understandings by the dominant about the outgroup. 

These presuppositions, wisdoms, and understandings are what Romeo and Stewart (1999) 

refer to as “the master narrative.” (p. 3). The authors use the concept of intersectionality 

or the intersecting identities of a person’s race, gender, social class, religion, nationality, 

and language to convey what and how experiences are perceived. They find great 

urgency in addressing disparities that impact upon those who bear multiplicative 

identities.   

From a three-year ethnographic study that followed a group of students from their 

middle school to high school years, Evans-Winters (2005) observed how many black 
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females face stressors in their families, communities and schools that challenged their 

abilities to cope in the face of adversity. How they told their story yielded numerous 

context clues on how they became or developed resilience. She was keenly interested in 

the positive adaptations to life’s sometimes harsh realities and attempting to understand 

the inherent complexities in why some make it and others simply do not. 

The scholarship of Carla O’Connor (2002) further contributes to the study of 

black educational resilience and vulnerability by exploring how it is structured by social, 

institutional, and historical forces. In a recent study she attempted to measure the level of 

progress or change experienced by college women of three different age groups. The 

visual is of a grandmother, mother and daughter stratified by age, opportunity and the 

desire to move up. Her exploration of their perceived reality showcases educational 

resilience at its best. 

These black women scholars conducting research on other black females provide 

a unique lens of analysis. Their understanding of how the intersections of race, class, and 

gender yields very different experiences for African-American females makes their 

research both timely and relevant for this study. 
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Chapter Three: Methodology 

 This qualitative study sought to explore the factors most closely aligned with the 

persistence of African-American female transfer students from two-year to four-year 

institutions of higher learning. As the current national spotlight is focused on increasing 

the number of college graduates and cutting the graduation gap between majority and 

minority college students, all efforts to reduce the barriers to college persistence and 

increase student success remain paramount. By using Tinto’s Model of Student 

Integration, Wang’s Model of Baccalaureate Attainment and College Persistence Among 

Community College Transfers, the scholarship of critical race feminist on educational 

resilience and the techniques of in-depth interviewing and institutional data retrieval, the 

quest of greater clarity formed the basis of this inquiry. 

 The use of a qualitative case study was selected and deemed most appropriate. In 

arriving at this point, Marshall and Rossman (2006) offer five characteristics that should 

shape qualitative research. The characteristics are: 1) it takes place in the natural world; 

2) it uses multiple methods that are interactive and humanistic; 3) it focuses on context; 

4) it is emergent rather than tightly prefigured; and 5) it is fundamentally interpretive. 

           Creswell (2007) defines the type of research in this study as “a qualitative 

approach in which the investigator explores a bounded system (a case) or multiple 

bounded systems  (cases) over time, through detailed, in-depth  collection involving 

multiple scores of information and reports a case description and case-based themes” (p. 

73). 
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          Merriam (1998) adds further clarity to this methodology by defining the qualitative 

case study as “an intensive, holistic description and analysis of a single instance, 

phenomenon or social unit” (p. 21). Accordingly, the phenomenon of interest explored in 

this study is the persistence of African-American female transfer students. 

Research Questions 

       The following research questions guided this study: 

1. What are the perceived factors that contribute to the persistence of African-

American female transfer students? 

 

2. How is the college environment perceived to influence the success of African-

American female transfer students? 

 

3. How are the factors of race, gender, financial resources, and levels of parental 

education thought to influence the persistence of African-American female 

transfer students? 

Analytical Paradigm 

      For the purpose of this study an interpretivist paradigm was used. As Willis 

(2007) has reported, “interpretivists believe an understanding of the context in which any 

form of research is conducted is critical to the interpretation of the data gathered” (p. 98). 

Williams (1998) reiterates how interpretive analysis is associative and that what is 

meaningful emerges from the collected data. In this paradigm, what remains paramount is 

the narrative of the participants. The voices of African-American female transfer students 

who persist constructed the findings. 

Need for Qualitative Study 

      Qualitative research grants the opportunity to delve deeply into the educational 

experiences both in and out of the classroom setting. It gives voice to those who wish to 
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explore social or human problems and guides the search for meaningful/relevant data. 

Additionally, the qualitative design of this study complemented what has previously been 

provided in the literature as statistical evidence by providing descriptive insight. 

Context of the Study 

            This study took place in the southern region of the United States in the state of 

Louisiana. Historically, this state has struggled to secure positive recognition for 

educational innovation, access to baccalaureate attainment for most of its residents, and 

any form of economic ingenuity that would raise the standard of living for a significant 

portion of its inhabitants. Conversely, the state features a rich cultural legacy of amazing 

diversity, a wealth of human potential and a progressive dedication to remedy past 

discrepancies by aligning education and business/industry to transform the status quo into 

a very bright, economically sound future.  

         In 2008, the Louisiana legislature after observing lack-luster positioning of its 

economic engine, realized that almost three-fourths of Louisiana’s adult residents have no 

postsecondary degree, and only 65% of the state’s K-12 grade students complete high 

school, chose to appoint a nine-member Postsecondary Education Review Commission 

(PERC) to reinvigorate its educational enterprise. At its conclusion, this commission 

issued 22 recommendations that, if implemented, would reposition the states’ economic 

growth and increase the level of its educated citizenry. 

        Most relevant to this study was the finding that Louisiana had 72 % of its students 

in postsecondary education enrolled in four-year institutions and only 28% in technical 

and community colleges. The average in other SREB states is 55% for four-year schools 
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and 45% in two-year schools. Very quickly this correction in institutional flow became a 

goal.   

        Based on the recommendation of the PERC Commission, institutions which had 

sported competitive relationships were now forced to be collaborative in nature and both 

promote/accommodate the increased educational standing of its citizens. For all the 

reasons nationally embraced by students; affordability, convenience in location, and 

dedicated faculty, community colleges have fast become the access lane to postsecondary 

education. (Biden, 2009) The best track record for community college students who 

aspire to transfer and persist to baccalaureate attainment has yet to be achieved. Like the 

research of Dowd (2003) suggests, a low percentage of students who aspire to transfer 

and graduate; less than half actually go on to achieve that goal.. 

This study tracked African-American female transfer students who hail from three 

separate institutional tracks:1) Students who transferred from the HBCU –two-year 

college, 2) Students who transferred from the north Louisiana parish community college, 

and 3) Students who were assigned/stationed at the area military base who transferred in 

from community colleges all over the country. 

Site 

      This study was conducted on the campus of a comprehensive four-year institution 

of higher learning. It is located in a vibrant metropolitan city of Shreveport, Louisiana. 

The area boasts a population of over 300,000 residents, the presence of business and 

industry, an array of cultural and religious events, six gaming casino boats, college and 

professional sports, outdoor recreation sites, and numerous outlets to engage in retail 
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therapy. Recent times reflect a Dickens best and worst of times with the worst being 

totally absorbed by budget cuts to higher education and the best being the creative and 

ultra caring way schools continue to do so much with less and less. 

Participants 

      Six African-American female transfer students currently enrolled at the 

comprehensive four-year institution were directly involved. Three university personnel – 

two academic advisors and one senior level administrator – were also be interviewed to 

contextualize research findings. A list of all transfer students who enrolled in the Fall 

2009 semester, who previously attended a community college, have completed at least 

four consecutive semesters, noting obvious signs of persistence, was secured from the 

Office of Institutional Research.  Additionally, the focus of this study included 

individuals who are persisting toward graduation expectations. Participants were 

contacted through the university email system, briefly describing the study and inviting 

participation. Flyers containing the most basic information about the study were posted in 

strategic places of high student traffic.  Academic advisors and one senior level 

administrator were emailed a letter explaining the nature of the study and inviting them to 

participate in the study. A one week start-up rally collected interest forms and assigned 

each interested student and university personnel a four-digit number/pseudonym that was 

stored in a safe/locked office. At the conclusion of projecting interest, six numbers were 

drawn randomly by an administrator for official inclusion in the study. Two academic 

advisors and one administrator were interviewed to contextualize the findings and aid in 

casting a wider net of clarity and collaboration. 
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Secure and appropriate permission from the university was obtained as well as 

informed consent permission from each individual involved in the study. IRB 

specifications were both honored and executed. 

Data Table I – African-American Female Transfers In Comparison to All Transfers 

  

Fall 

2009 

Spring 

2010 

Fall 

2010 

Spring 

2011 

Fall 

2011 

All Transfers 364 274 198 167 132 

African American females * 94 74 43 39 29 

 

All transfers 
 African American female 

transfers 

1-2 = 54.4%  1-2 = 45.7% 
1-3 = 36.3%  1-3 = 30.9% 

 

 

 

 

 

 

 

 

 

 

 

 

 

*7 Graduated 

 

Sources of Data Collection 

     The following sources of qualitative data were used to complete the inquiry of this 

study:  

 Institutional Data 

 Official transcript records 

Ethnicity (All in cohort) Fall 2009 
Asian/PI 11 

American Indian 0 
Black, Non-Hispanic 105 

Hispanic 9 
White 187 

International 12 

Unknown 40 
Total Transfers 364 
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 D-identified referrals to the university counseling center 

 Withdrawal records from classes 

 Participation in student activities 

 Face to face, semi-structured interviews were conducted, recorded, and 

transcribed. 

The following interview protocol was used. It was adopted from the work of Younger 

(2009), the research questions chosen for this study and the wealth of content provided in 

the literature. Its basic design featured open-ended questions, complemented the research 

questions, and allowed participants to verbally reveal information that led to the 

identification of specific factors which contribute to African-American female transfer 

student success. 

Student Interview Protocol 

 

Introductory Questions 

 

Interview Questions 

1. Personal Data Summary 1. How old are you? 

2. What is your major? 

3. Are you employed? If yes, how many hours do you 

work in an academic week? 

4. Are you married? 

5. Do you have dependents? 

6. During your matriculation at the Community 

College, did you enroll in any remediation courses?  

Math ____  

English _____ 

7. Have you ever enrolled on a part-time basis? 

8. Do you hold any membership or leadership roles in 

any clubs or organizations on campus? 

 

2. Verify Institutional Data 1. From which Community College did you transfer? 

2. How many hours did you transfer in to LSUS? 



 56 

3. What was your GPA at the time of transfer? 

4. What is your current LSUS GPA? 

 

Research Questions 

 

Interview Questions 

1. What are the factors that 

influence persistence in 

African-American female 

transfer students? 

1. What are the factors that you think have influenced 

your persistence here at LSUS? 

2. What can you describe your method of becoming 

acclimated to this new school? 

3. How did you figure out where to go and who to see 

or to question? 

4. Did you experience transfer shock-which is defined 

by a drop in grade(s) or transfer ecstasy- an 

elevation of grade(s)? Explain. 

5. To what do you attribute your educational 

resilience?  Is there a defining moment that has had 

a significant impact on your educational resiliency? 

6. How would you describe your Locus of Control? 

Give a scenario reflecting external/internal 

examples and ask which adequately represents their 

choice. 

7. Did you experience any negative stigma regarding 

your academic preparation from the community 

college you attended? 

 

2. How is the college 

environment perceived to 

influence the success of 

African-American female 

transfer students? 

1. How would you evaluate the campus climate at 

LSUS? 

2. What is LSUS’s reputation in the community? 

3. What was the most memorable event or activity 

that the university sponsored that made you feel 

welcome? 

4. Would you say you were ever fearful of failing or 

leaving this institution?  If yes, why? 

5. Do you feel comfortable asking for help? Do you 

know where to go when you need help? 

6. Do you have a university affiliated mentor? 

 

3. How are the factors of race, 

gender, financial resources, 

and levels of parental 

education thought to 

influence the persistence of 

African-American female 

1. Did the racial make-up of LSUS impact your 

decision to transfer to the school? 

2. Female students make up approximately ___ 

percent of the student population at LSUS?  How 

does that percentage affect your academic 

persistence? 
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transfer students? 

 

3. Have you ever qualified for and received financial 

assistance for college? If yes, in your opinion, were 

the funds distributed equitably? 

4. What is your parent(s) educational level? ___ High 

School ____ Some College _____ College 

Graduate  

Did your parents instill in you the value of higher 

education? 

 

Wrap Up Questions 

 

1. If you had an opportunity to talk with the President 

of this institution, what would you want him to 

know about your transfer experience and the time 

you spent at LSUS? 

2. As you stand in this moment of time, less than 

twenty (20) credit hours away from graduation, 

what advice would you give a community college 

student preparing to transfer to LSUS? 

3. Are there any additional comments or concerns? 

University Personnel Interview Protocol 

 

Personal Data Summary                      

 

1. How long have you worked in higher education? 

2. How long have you been employed at this 

institution? 

3. In what capacity do you presently serve this 

institution? 

4. What is the best service offered to LSUS students? 

 

Research Question 2 

How is the college 

environment perceived to 

influence the success of 

African-American female 

transfer students? 

 

1. How would you evaluate the campus climate at 

LSUS? 

2. How would you describe the problem of student 

retention at LSUS? 

3. How would you describe LSUS’s reputation in the 

minority community? What is this based on? 

4. What is being done by the institution to ameliorate 

the issues why students leave? 

5. How effective are the programs or strategies which 

are being used? 

6. With a focus on continuous improvement, what 

other programs or strategies may be worth 

considering? 

7. Is there existing evidence that there is significant 

support on campus to do something about the issue 
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of student persistence/retention? Such as? 

8. Does the organization truly understand the 

institutional change process? 

 

Wrap Up Questions                                    1. If you had an opportunity to serve on an 

administrative team that was challenged to revamp 

the university’s efforts to enhance student 

persistence/retention, what would you propose? 

2. What do you perceive is the most memorable event 

or activity the university sponsored/sponsors that 

makes African-American transfer students feel 

welcomed? 

3. Are there any additional comments or concerns? 

 

All information was used for the purpose of research and the results will guide and direct 

future planning relative to the needs of transfer students. 

Analysis of Data 

      The analysis of data proceeded from the more general to the more specific. To 

that end, it was necessary to peruse the data on record for transfer students dating back 

ten years. Through the use of annual reports and monitoring memos generated for both 

the Board of Regents (the coordinating board of public higher education in the state) and 

the Board of Supervisors (the governance body/board for the multi campus system), 

pertinent information was extrapolated.  

        Additionally, official transcript records were used to verify student status and 

identify which community college students have transferred from, as well as how many 

hours they transferred in with.  Concerning the use of face-to-face interviews, all sessions 

were recorded, immediately transcribed, read for greater clarity, irrelevant content 

expelled and relationships among themes posed and further analyzed.  The use of data 

analysis software called Qualitative Data Analysis (QDA Miner) identified emergent 
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themes and complimented the process described by Miles and Huberman (1994) as 

composing key word search findings. This enabled the continuous collection of data and 

offered “the possibility of collecting new data to fill in gaps that might emerge during 

analysis” (p. 49). 

Data Quality and Confirmability 

            Because I think it is always good to both start and finish any meaningful research 

on high ethical and moral notes, I chose to incorporate the ethical considerations 

espoused by Shank (2002, p. 11). He suggests that the ultimate goals of researchers 

should be to do no harm, be open, be honest, and careful.  From the very first point of 

contact with participants where I invited voluntary participation and secured consent, all 

the way to the write up of findings and recommendations, I made every effort to honor 

these ethical considerations. I also put measures in place to protect the confidentiality of 

each participant by using pseudonyms established by the four digit numbers. 

      Member checking, trustworthiness, and the use of multiple indicators were 

utilized in this study to ensure accuracy. 
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Chapter Four: Findings 

 The purpose of this qualitative case study was to increase with laser-focus, the 

knowledge and understanding that would better serve the needs of one of the fastest 

growing sub-sets in university student populations - African-American female transfer 

students. With this numerical increase of students from the ranks of transfer status, 

research such as this should reflect diversity and become synonymous with institutions 

actively seeking ways to make best practices their next practices. This chapter presents 

the findings of nine participants, six students and three faculty members, who shared in 

the quest for greater clarity about the persistence of African- American female transfer 

students. 

 The three research questions chosen to guide this study served as the organizing 

framework in presenting their responses. 

1) What are the perceived factors that contribute to the persistence of 

African-American female transfer students? 

2) How is the college environment perceived to influence the success of 

African-American female transfer students? 

3) How are the factors of race, gender, financial resources, and levels of 

parental education thought to influence the persistence of African-

American female transfer students? 

As a point of departure, a brief narrative and overview table is provided on both the 

student and university personnel-faculty participants to offer an individual and collective 

appreciation of whose responses shaped the flow of this chapter. The essence of their 
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perceptions and meaning-making granted an intimate awareness of which practices work 

best/least and how universities can construct receptive transfer student environments that 

greatly aid in student success. This section dissects the interview protocols of both 

student and faculty participants. 

 The next section of this chapter highlights four themes that emerged from the 

discussions and review of material relevant to African-American female transfer students. 

Each was considered worthy of inclusion and offers valuable insights to a host of 

educational stakeholders. From the ebb and flow of their personal narratives, each 

participant shared unabashedly her truths, tragedies, and triumphs. The transformation 

from a motley crew of responses to a unified category of persisters, attests to how great a 

strengths perspective which lacks the confirmation of negative behaviors can more 

efficiently serve prescriptive individual needs and honor institutional missions. Many of 

the participants professed that this was the first time anyone asked their opinion, and their 

first opportunity to meaningfully reflect on the summation of their educational status thus 

far. 

  Together, the presentation of findings throughout the chapter represents 

information provided by two groups, framed in terms of factors, emerging themes, and 

areas of intersectionality. Combined, the student content followed by the perspective of 

the university personnel provides greater insight into the concept of persistence as well as 

the importance of the educational context within which these African American female 

transfer students persist.  
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Participant Profile 

 Participants were solicited for this study using an e-mail invitation sent by a 

representative from the Office of Institutional Effectiveness .Ninety-Four African-

American students received the e-mail announcing the study and requesting interested 

persons to contact the principal investigator either by e-mail or directly in her office 

during university work hours. Four digit codes were issued to all who responded with 

interest. An official drawing was conducted to determine those eligible for participation. 

Once officially selected, an interview date was established and a pseudonym was chosen 

by the participant. This effort adhered to the protection of identity as established by the 

Institutional Review Board (IRB) protocol. During this time a delay in recruiting 

participants was experienced due to the university suffering an electrical emergency that 

closed the campus for eight days and this was directly followed by a previously schedule 

“Spring Break, noting a two week hiatus of students. 

 From these official inquiries, sixteen female transfer students responded. Ten of 

these individuals were not eligible for this study for the following reasons: two had 

already graduated from the university but remained on the list, three did not transfer from 

a community college, two did not self-identify as African-Americans, one had a medical 

emergency that required her withdrawal from participating and two, who ironically were 

the first two to respond to the invitation emails, were consistent no-shows for several 

scheduled sessions. Their replacements had to be scheduled after final examinations due 

to one student being currently enrolled in a Contemporary Social Problems course the 

principal investigator was currently teaching. In total, nine interviews were conducted on 
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the campus of the University. Each occurred in a secluded area of the library. The space 

was purposefully selected so the participants would feel free to share and inquire.   

Overall, although all of the participants were African-American female transfer 

students, there was otherwise a moderate amount of diversity in the participant 

characteristics. The ages of participants ranged from 21 to 45, with the number of 

dependents and the personal circumstances of each also varying considerably. The 

academic characteristics also showed some variation as the hours transferred, and the 

respective GPAs before and after transfer also differed.  The respective majors showed 

less variation as many of the participants were enrolled within the College of Arts and 

Sciences as Biology or Sociology majors. Similarly, the number of the in and out-of-state 

transfer students was evenly distributed. Table 2 which follows provides a bird’s eye 

view of the student participants and is followed by brief narratives that officially 

introduce each to the study.  

TABLE 2: STUDENT PARTICIPANT PROFILES 

    GPA    

Code # Pseudonyms Age # of hours 

transferred 

in 

At time 

of 

transfer 

Current 

LSU-S 

Overall Major Transfer 

location 

Number of 

dependents 

1017 Lena 25 133 hours 3.47 3.86 3.52 Biology IST* 0 

1257 Mya 45 60 hours 3.52 2.06 2.92 Sociology IST 5 

1580 Trey-Ann 33 64 hours 2.17 2.86 2.45 Sociology IST/OST 2 

1242 Jane 34 Declared academic 

bankruptcy 

3.15 3.15 General 

studies 

IST/OST 2 

1328 Callie 21 44 hours 2.18 2.54 2.38 Biology OST 0 

1397 Flo 24 48 hours 3.76 3.12 3.38 Nursing OST 1 
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*IST – In State Transfer; OST – Out of State Transfer 

Student Narratives 

 Lena is a 25-year-old single student who has returned to school in search of a 

second degree that fulfills her need for direct contact with people. Her previous degree 

was acquired from another university in Louisiana in the field of accounting. Realizing 

that rather than spending her days in a cubicle crunching numbers, she wanted to become 

a Physician’s Assistant. Because of her daytime work schedule she enrolled in a local 

community college and began taking night classes that were not offered at THE 

UNIVERSITY to earn credits toward her Physician’s Assistant degree. With twelve 

hours gained from the local community college Lena successfully transferred and is well 

on her way to joining her father, who is a physician in the family business of taking care 

of patients.  

 Mya is a 45-year-old married student who started her college experience after 

raising five children. She enrolled at a local community college at the encouragement of 

her husband and the attempt to show one of her older children that college was a viable 

option to anyone who had desire and determination. Perceptively, she chose to start at a 

community college because she knew she was a little rusty in certain areas and would 

need a little extra help getting in the mode and mindset of a college student. After 

completing 60 hours, she chose to transfer and pursue a degree in Sociology. 

 Trey-Ann is a 33-year-old, married mother of two. As part of a family where her 

husband is a career military serviceman, she has traveled around the country wherever 

her husband has been deployed. She began her college career initially when her children 
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were very small and admits that the juggling act of including family obligations, work 

responsibilities and the challenge of college have led her to a long and arduous journey. 

Realistically, she had to engage in a cycle of drop out/ stop out/ return, in order to 

accomplish her educational goals. With multiple transfers from several community 

colleges, Try-Ann transferred to THE UNIVERSITY and is happy to report that she is so 

close to graduation that she can see light at the end of the tunnel and is grateful that light 

is not a train. 

 Jane is a 34-year-old mother of two who is currently struggling to find her voice 

and educational niche. Reared in Southern California, this self-made entrepreneur finds it 

highly desirable to obtain a bachelor’s degree. Initial efforts at a community college 

proved to be disastrous, not because of overwhelming academic challenges, but rather 

process challenges that first-generation college students do not know. Operating from a 

limited television version of what it means to be a college student, she admits to learning 

many lessons the hard way. Not knowing how to declare academic bankruptcy has 

characterized a very slow arrival at a healthy grade point average. The one lesson she is 

most proud of in her transition from community college to the senior institutions is when 

in doubt, ask someone who knows. 

 Callie is a 21-year-old California native who has transferred to multiple 

institutions. She firmly has her sights planted on earning a degree in biology and moving 

on in the medical field. Finances have much more of a prominent place in her educational 

choices than she likes, but this energetic go-getter works for every dime. In the recent 

past, she has held down three jobs while attempting15 credit hours of college courses. 
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Learning the hard way that too much work can zap the zest out of school, she now enjoys 

a healthier balance by only working one job and carving out appropriate study time. The 

reality of finances sponsored a California community college as the on-ramp to her 

college career. 

 Flo is a 24-year-old married mother of one. Her current educational desire is to 

become a registered nurse. She began her collegiate career at a community college in her 

hometown because it was the only educational option she had and could afford. Flo found 

that her community college experience was a great segue from high school and an 

excellent stepping stone to her current baccalaureate experience. With such a positive 

introduction to college, she feels equipped with all the skill sets to both survive and 

thrive. Reporting to be a rather shy person, she suggests that her emphasis is now on 

developing “soft skills” that will bring her out of her shell and challenge her to become 

her personal best. 

University Personnel-Faculty Profiles 

 The Office of Institutional Effectiveness was asked to identify a group of 

academic advisors that the university considered to be effective and to email them a 

request to participate in this study. From this request, twelve individuals were identified. 

The basis of selection involved a survey of those who had maintained large numbers of 

advisees) and featured positive feedback from students on university forms such as SIR 

II, Faculty Performance Reports (FPR). Of the twelve faculty members identified, five 

declined participation based on a variety of reasons. Among the reasons identified were a 

lack of interest in the subject matter, a health crisis that left little time for additional 
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commitments, the severing of professional ties with the University, role overload with 

regard to faculty senate duties due to an impending merger, and a multi-year research 

grant award which involved major commitment. Two of the remaining faculty members 

had conditions that were not conducive to their participation in this study. One could 

participate only during the Fall semester, and the other wanted to combine a separate 

research interest with these efforts.  

Of the remaining individuals, five were issued four-digit numbers and two were 

selected, through an official drawing, to participate. There was only one senior-level 

administrator who also serves as a part time faculty member that agreed to participate in 

the study. Each participant was asked to choose a pseudonym to maintain confidentiality. 

Across the three university participants, there was an average of 13 years in higher 

education, and approximately the same number of years spent at THE UNIVERSITY. 

The number of advisees on average each semester also varied across the participants, as 

one participant on average typically advised between fifteen and twenty-two more 

students than the other participants. All of the faculty members who participated in the 

study served as a sponsor for at least one student organization on campus. Table 3, which 

follows, provides a bird’s eye view of the university-personnel-faculty participants and is 

followed by brief narratives that officially introduces each to the study.  

TABLE 3: UNIVERSITY PERSONNEL PARTICIPANT PROFILES 

Code 

numbers 

Pseudonym Years in 

higher 

education 

Years at 

LSU-S 

University placement  Average 

number of 

advisees per 

semester 

Sponsor of club 

or organization 

1001 Frank 17 17 Administration 

Professor Advisor 

20 Computer 

Science Club 
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TABLE 3 (continued) 

 
1050 Darin 10 9 Department Chair 

Advisor Assistant 

Professor 

42 National 

Student 

Educators 

Club 

1024 Maggie 12 12 Director of 

University 

Program Advisor 

Assistant 

Professor 

27 National 

Student 

Liberal Arts 

Organization 

 

University Personnel Narratives 

 Frank is a seventeen-year veteran of higher education. He currently enjoys 

performing several administrative tasks at the only higher education institution he has 

ever been employed. Arriving at this site in 1993 immediately following the conclusion 

of his Ph.D. program, Frank cut his professional teeth by serving as a classroom teacher 

department chair, dean, and beyond. Because much of the responsibilities for the state-

induced fiscal reductions have fallen in his lap, he speaks in a newly learned language of 

cautioned optimism. He would like to view the world of education from magenta glasses 

- that equips every student with whatever their educational needs happen to be- but 

instead he has chosen to advocate from within by exposing administrative rhetoric while 

simultaneously seeking change.  He remains a true advocate for students and a preserving 

warrior in the battle for inclusive excellence. 

 Daryn is a ten-year veteran of higher education who enjoys her current view from 

an associate professor/ department chair position in the College of Education. She is an 

African-American female who comes from both Historically Black College and 

Universities (HBCU) background and predominately White Institutions (PWI) while 
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obtaining her graduate degrees. She is not just informed by the research; she is intimate 

with the research, having lived a similar experience to many of the participants in the 

study and the many students she advises. She lends her sensitivity to the plight of those 

who seek to use education as a leverage to grow beyond their current set of 

circumstances. 

 Maggie is a twelve-year veteran of higher education currently serving the 

university in the capacity of Associate Professor, director of a master’s program, and 

advisor. She is a homegrown product who came to LSU-S as a transfer student, 

graduated, went off for graduate studies, and has now returned to serve the institution’s 

students. Her full-circle experience compliments the message she extends to students, 

that success is obtainable. As one of the keepers of both institutional and student 

knowledge she is neither swayed nor deterred by the contemporary language of budget 

cuts as an excuse to do less for student success. 

What are the Perceived Factors that Contribute to Persistence? 

 In general, the participant responses concerning factors which influenced their 

persistence revealed four main factors. These factors are consistent with current research 

which examines the area of persistence but also hold a few unique explanations. The 

student participants perceived the following four factors to be important to their college 

persistence:  

1) Strong support systems 

2) Internal locus of control 

3) Ability to be and see role models 
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4) Commitment behavior.  

Research Question 1: 

This section includes interview responses to the first research question: What are 

the factors you think have influenced your persistence here at the University? 

Lena 

The expectation and support of my family to do no less than succeed. This 

was instilled by my parents who are both persistors in their own right with 

my dad completing medical school and my mother becoming a teacher. 

The by-product of this is self-motivation, which caused me to believe in 

myself and value the rewards of hard work. Also, I think that the ability to 

talk one on one to professors, ask question, and get extra help, have all 

aided in my persistence. 

 

Flo  

 

Having a positive support system that constantly tells you that you can 

achieve. You might not be able to get this from your family members but 

you can find somebody to set that positive vibe for you. For me, I worked 

at an area theme park which insisted through a lot of training that all 

workers stay positive and upbeat. Thank goodness this carried over into 

personal lives too. I was able to negate the doom and gloom- you will 

never amount to anything- negative statistics with affirming examples of 

how people do believe in me. Now I just look at my five year old daughter 

and know that I want to be a role model for her, I want her to look up to 

me and say if my mommie can do this, so can I. 

 

Jane Determination to just do a thing. My kids-because right now they are my 

only cheerleaders, and although I do not have any now, I think a real 

support system might be real nice. 

 

Callie Adversity, because I let it empower me and support and encouragement, 

especially from people who look like me. Until I met Dr. Hart, my 

advisor, I felt there was no support here. Also, knowing what you have to 

do when failure is not an option. You have to know what you are made of. 
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As my grandmother always used to say “Hard work never killed nobody.” 

I know how to handle my business. 

 

Trey-Ann Because of the image I now hold for my children, I simply cannot fail. If I 

ask them to do well in school then I must set the standard, I want to set the 

bar high for them and encourage them to go even higher, I did not have 

that, my parents were drug addicts and never led by example-that made 

me want to be that even more for my kids. 

  In the beginning I was not very well prepared for college. I think 

my grade point average was a .6 when I arrived at BPCC, but I am a living 

witness to what a good college success course can do for you. I was 

motivated to do well in Linda Scott’s class at BPCC. She taught me what 

commitment to college should look like. Because of her, I have what’s 

called “college time”. Every morning when I drop my children off at 

school, I get a study room on the second floor of the library and I do 

college stuff. I review my notes, study for a test, start on a paper etc. You 

got to put in the time. I could not be here if I did not have the support of 

my family. 

 

Mya In a word, Determination. When I decided to go to college I just jumped 

right in. At first I was a little intimidated by all the young people, because 

I was the oldest one in my classes. I stuck with it because my husband, 

children, and grandchildren were so supportive, I learned to ask questions 

and do computer stuff and I like it real good now. 

 

Several of the participants emphasized a rather non-traditional approach to 

support that was quite different from prior research studies. Uniquely, the participants 

shared that negative circumstances drove their desire and stimulation of support. The 

candid responses of the participants reflected what motivated them to succeed, but also 

fueled their determination to avoid engaging in counterproductive behaviors.   

Jane  

 

Unlike my mother’s world, I want a world with options. I like the world 

where my choice influences my life- not just where I’ve come from or 

who I was born to or something like that. College gives hope to me being 

person of choices. 
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Flo  

 

My mom always said don’t be like me [working three dead-end jobs] - be 

better than me. They (my parents) wanted me to continue on to college, 

get good grades, and graduate. They could not support me with money- 

just prayers and good wishes. They wanted me to be better than them. 

When I think about Oh maybe not going to this class or skipping this study 

session, I remember what’s holding me up here- my mom’s wish for a 

better life for me.  

 

Trey-Ann My dad’s goal was for all of his children to graduate from high school. He 

wanted us to go to college but he didn’t- that wasn’t mandatory but high 

school was not a question. It made me realize that I did not want to 

struggle like my parents. I think that instilled in me the need for higher 

education- not necessarily them going to college or something like that but 

watching them in their life instilled in me that there is something better out 

there and you need to go get it. 

 

 These three responses provide the valuable insight that support can come in many 

different forms and experiences. The responses further indicate that there is not one 

standard version of support; rather, it can come from a myriad of sources.   

Support 

From the responses to question 1, it appeared that any type of support is 

welcomed by respondents, in whatever form, even if it does not take on conventional 

postures like money, free time, or flowery affirmations. Much of what was shared in the 

responses fell neatly into the categories of family or fictive kinship support system and 

was either positive or negative. 

Family Support 

 Every one of the participants spoke of possessing teams of support with family 

emerging as the most prominent among them. Highlighted often was the level of sacrifice 
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it took on the part of many so that a degree could be earned by one. Several took such 

pride in identifying the members of their personal ‘invisible ink’ club, those who were a 

constant source of support but would never have their names inscribed on the earned 

diploma. The stories of support came from a variety of individuals ranging from 

immediate family members- husbands, children, and parents- to extended relatives. Lena 

shared that her parents who are both college graduates, 

 “…[they] are very supportive of me- whatever I need, if they can help me 

they do, if not they brainstorm with me who can. My brothers also help 

when and if they can. My mom is a teacher; my dad is a doctor so they 

kind of have high expectations for us. I don’t think they kind of pushed us 

into doing something we don’t want to but they want us to have a higher 

education. That was not an option not to go to college.  

 

Trey-Ann continues to stress the importance of family support by sharing: 

 “My son, he would check my grades- I had to make sure I was doing good 

because he was going to fall in behind me. Especially if I would get on to 

him about something- within a day or two after I calmed down, he said” 

Momma, you took a test lately?” He wouldn’t immediately go into it but 

he would say, what do your grades look like momma? I have to make sure 

cause I know he is going to be looking. I have someone holding me 

accountable for what I’m doing. For me, because I want to impress them 

and make sure I’m doing this for them, that was the perfect form of 

encouragement for him to be saying “hey what are you doing, lady?” 

 

Mya mentioned how fortunate she felt because her husband was her biggest 

cheerleader.  

 “I mentioned it to my husband a few years ago about going back to school 

and he would always say, “You can do it- you can do it. You can do 

anything you want to if you put your mind to it.” I said ok, I’ll give it a 

try. I waited a few years but I went back and I was determined to do. At 

that particular time, when I went back, I was- I didn’t think anything else 

existed but school. I was really into it. The change actually came when I 

lost my daughter and I back off some, but I’m back. My husband played a 
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major role in me going back to school. He would always tell me that I 

could do it.” 

 

Fictive Kinship Support 

 Several of the respondents gave insightful comments about support systems that 

did not come from family but filled legitimate voids. Their comments described how they 

created kinship support at the university. These included peers, academic advisors, 

mentors, and university personnel not often listed as being key players in student success. 

 The range of their responses suggested that ideally everyone employed by the 

university should have a role in providing support and should be helpful toward students. 

One such pillar of unexpected support discovered in the discussion was found in a janitor 

on campus. Though not often included in the front line up of success contributors, Mya 

explained that: 

 “Terry, the janitor over in Bronson Hall, was one of the most helpful 

people at [the University] my first semester. He knew all the buildings on 

campus and because of his love for cars and gift for gab- knew somebody 

in every building who knew what or who I should see that would help me 

with whatever I needed. He was a God-send.” 

 

 Trey Ann adds: 

 “There was actually a person that did- she works- she is not a professor 

but she works on campus. She really kind of set me on a path. Different 

things that I didn’t know about she would give me the information. She 

kind of help guide me through BPCC when I first got there. She was really 

helpful. she was a hand holder. I saw her a couple of days ago and I told 

her- she asked me it’s almost time isn’t it- I told her yeah- then as I turned 

around to walk around from her, I stopped, turned around and told her you 

know I couldn’t have done this without you. She said you did it because of 

you- don’t worry about that- I didn’t do anything. She really- she doesn’t 

even know how much just her time and different thing she showed me that 

I didn’t know really helped me. I would get a text message from her “this 

is going on and you need to be here because you are going to learn a, b, 
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and c.” or she would say this in the website, go in and look at this 

information. She was really a lot of help.” 

 

 Peer or fellow students were also mentioned as tremendous sources of support. 

Several students alluded to believing that support was all over campus but just failed to 

know where to go and how to access it without engaging in a ‘wild goose chase’. It was 

interesting to note that in general students felt that support was available but had 

difficulty locating it as needed. Further, if students did not quickly find that personality in 

their peer group that was well connected - the one who managed to know all the right 

people on campus, students quickly became frustrated, overwhelmed, and potentially 

dropped out. Jane suggested that her mantra for this feeling could be best described using 

the lyrics of a pioneer in hip-hop music, Grandmaster Flash which says, “Don’t push me, 

‘cause I’m close to the edge.  I’m trying not to lose my head…” 

 Featured in an official role of support were the academic advisors. When asked 

about the assignment of advisors, student participants were aware that the process for 

being assigned an advisor was a task performed by department chairs. However, it was 

not clear how individual students were assigned to specific advisors.  Students reported 

feeling like little thought went into this process and it seemed random whether you got 

someone who genuinely cared or just someone who checked the appropriate boxes to 

make you disappear. 

 The students shared both good and bad experiences encounters with advisors. 

Speaking positively, Callie elaborated on her advisor being bumped up to mentor status 
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of how caring and thoughtful she was during advising sessions. She spoke of how 

refreshing it was to have someone so talented interested in me and my future. 

 Jane noted how fearful she was when she arrived and how calm it was to find and 

be attached to someone so knowledgeable. She reports her advisor was very helpful. 

 “Had it not been for him, I never would have known about filing academic 

bankruptcy and I certainly would have been sitting in all the wrong 

classes”. 

 Other participants shared less than favorable encounters with advisors that seemed 

either over worked or unconcerned. Two students reported switching advisors until they 

felt they got someone that would help them navigate the sometimes, “Tricky waters of 

the university.” One student shared circumventing the advisor by meeting with the real 

trump card- the dean to get cleared for classes. 

 The advising experience described ranged from high quality to a status of benign 

neglect. From the perspective of faculty, it was a matter of training or lack thereof as 

explained by Maggie who said: 

 “Almost ten years ago- a little over ten years ago, SACS said what are you 

going to do next time we come? We said we are going to become an 

advising institution. The way we have done that is we have talked to any 

students? We take again the top down approach- we tell students what 

they should know and what they should do. We come up with this idea of 

a freshman seminar which is not consistent. It’s not applied equally. 

Students are not being socialized to college. I mean when I tell a student 

your curriculum sheet, and they look at me and have no idea what I’m 

talking about, then- there is a lot of catch-up that has to happen. We 

decided we were going to become great advisors, and instead of training 

advisors, we told faculty that this was the bare minimum that they were 

going to have to do. Unfortunately, for a lot of our faculty that is all they 

do, if they do it at all. We don’t have a level of consistency- some 
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departments advise no students. For example,  math doesn’t have any- 

none.”  

 

 Daryn provides findings that are much more in line with what Tinto (1997) and 

(NACADA) offer as the face of university assistance. As the department chair and 

advisor, Daryn described the decision to personally meet with all transfer students in her 

department prior to enrollment. The goal was to ensure that a consistent message was 

received by students with regard to expectations and advising procedures.  

 “This is something that I choose to do probably three years ago. I meet 

with transfer student when they are considering coming over to our 

institution. I ask for their transcripts. I ask for their transcripts ahead of 

time; they come in, we discuss their goals and their post academic 

performance, and I actually register them.” 

 

  Also directly correlated with the notion of university support is the research of 

Alicia Dowd (2004) on Transfer Shock.  Defined as the academic dip in performance as 

students move from one institution to another, research suggests it should be monitored 

and receive structured support. (Dowd, 2004) Three of the students who reported 

experiencing transfer shock spoke of the usefulness found in the “I’m a Survivor” 

program of midterm assistance.  

This program was developed by the Office of Multicultural Affairs to assist 

individuals identified through low grades and self-reporting difficulties.  Each academic 

department on campus became a tribe (i.e., Math tribe, English tribe, etc) that sought to 

mediate a study plan between professors and students.  The tribal council, which 

consisted of members of the university retention committee, accepted these detail plans 

of remediation from both faculty and students involved.  Students who successfully 
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passed midterm exams were labeled “Survivors” and given a t-shirt to commemorate both 

the experience and the accomplishment. 

Jane shared that (the program) gave her a way to contact professors she was 

having difficulty with and develop a strategy to get back on course with the hopes of 

passing the class. Mya added that her math professor seemed to take on human qualities 

after they met and he provided tutorials to help students catch up.  

A strong spiritual belief system was also identified as being a highly valued form 

of support with several students voicing that they could not have come this far without 

GOD. The references made by students highlight various faith communities and included 

a range of participation. From Sunday School teachers and youth leaders who went to 

church several times a week to one participant who classified herself as a CME 

worshipper who only attended church on Christmas, Mother’s Day, and Easter. Of the 

four participants who shared comments about the spiritual realm of support, all said they 

got more from their experiences than they ever gave. 

 From yet another angle of fictive kinships support, Flo shares the meaningfulness 

of support given by her co-workers. She explained that when living in another city, she 

became pregnant as a senior in high school and endured very negative tongue lashings 

from family members that suggested she would never be anything and questioned how 

she could bring this disgrace to her mother. From a very low place, Flo reports she almost 

became a negative statistic, when her co-workers from an amusement park came to her 

rescue. To this day, Flo says these people are still a very positive force of support to her. 
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Locus of Control 

 The concept of locus of control, which finds its origins in social learning theory 

(Lefcourt 1981) , attempts to explain a person’s sense of control known as internal locus 

of control or lack of control known as external locus of control over his/her environment . 

It has been associated with recent studies as a predictor of academic success (Gifford, 

2006; Pascarella and Terenzini, 2005; Wang, 2009). Their research suggests that 

individuals who manifest an internal locus of control are far more capable and expected 

to exhibit successful academic behaviors 

 To determine each participant’s perception of whether their locus of control was 

internally or externally focused, I posed a scenario which ended with a self-selected 

identification of which example would be most reflective of their behavior. The scenario 

asked each participant to consider what their response would be had they recently 

received a favorable exam grade in one of their courses; would they be more likely to 

attribute their success in the exam to studying hard and being prepared or would they be 

more apt to believe that their success was as a result of an external force like prayer and 

supplication. Additionally, using an amended version of Dr. Phillip McGraw’s (2002) 10-

7-5 workbook exercise in “Self-Matters”, each participant was asked to share five critical 

choices they had made in their life time.  

From this content, patterns of explanation about the choices made were reviewed. 

All but one of the student participants reported behaviors coinciding with an internal 

locus of control. This finding concurs with the research of Wang (2009) who found that 

internal locus of control was one of the best predictors of persistence behavior toward 
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graduating with a bachelor’s degree among community college students. Consistent with 

Wang’s findings, many of the study participants felt strongly about responding to life 

situations from a position of strength (I can handle this) and a delineated path (This is 

what I must do) and this became their mantra to success.  

Realizing that she possessed the power to change a .6 GPA, Trey-Ann described 

how with an inner determination she did not accept this sub-standard label but rather she 

identified the help she needed and mapped out a strategy to grow better and stronger 

academically. She now has a 2.94 and will be graduating soon.  

From the examples discussed, the choices, while varied, represent strong 

individualized options for each of the respondents. Though the choices differed across 

individuals, each was able to find options which worked for their individual needs while 

at the same time positively strengthened their locus of control.  Specifically, the 

responses related to locus of control reflect moments of clarity for the participants where 

many of them seemed to get to a point where they embraced the value of intrinsic 

motivation and its importance in helping them persist. This in and of itself represents the 

essence of how meaning-making evolves for each participant. 

Role Models 

 Everyone who participated in the study agreed on the value of having a good role 

model. The presence of a role model was described as highly desirable and approached 

with two distinct areas of focused concern. The first group consisted of the women who 

did not have children who they needed to present themselves as role models for, while the 
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second group of participants were themselves mothers and felt strongly about presenting 

themselves as role models for their children. 

The first group of participants reported a general tendency to seek role models in 

their respective disciplines on campus and at times experienced difficulty with finding 

appropriate role models. In essence, it was important to this group of participants to have 

people who looked like them in order to sponsor the psychological assurance of seeing a 

similar competent individual that they could relate to as well as the feeling that the field 

of study they were choosing was welcoming of people like them.  

To stress this point, Lena shared the example from her childhood that her mother 

went out to of her way to find professional African-Americans to do business with so that 

her children could see themselves in such leadership position. She could remember the 

sense of pride she felt when someone she adored looked like her. Lena was also quick to 

add that she was not complaining because her professors had been cordial and some of 

the female professors were very encouraging. 

 Callie, another participant who is neither married nor has children, reported great 

disappointment with the small number of African-American professors on campus. She 

feels she is quite fortunate to know all four of the African-American female professors on 

campus and is lucky to be involved with research in one’s lab. Because her experiences 

have been so affirming, she wishes more African-American females on campus could 

have such an experience. 

Maggie agrees by asking: 
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 “How can you inspire to be something you don’t see? I think that goes for 

our gay students- I always tell my students that I was on the seven year 

plan in college because I hope it helps them to see that you don’t have 

through with the plan of four years to be successful in life. I was a transfer 

student too.” 

 

 The second group of participants was all mothers and felt strongly about their 

need to be positive role models for their children. Flo said: 

 “I do my best- just to provide a better life for my daughter. I just 

look at her- I want the best for her so let me be successful so I can 

provide you with anything you need. She could look up to me as a 

mentor and guidance. I can her now saying wow- my mom did it 

so I can too. I want to be a positive role model for her.” 

 

 Trey Ann expressed the exact sentiments when she shared: 

 “When I think about the chief reason why I want to be successful- 

why I stuck with it- that would have to go back to being a role 

model for my children, making sure I set a bar if they come up to 

the meet the bar where I’m at, then they could be successful and 

hopefully they would succeed above where I went. I didn’t feel 

like if I graduated from high school, then how could I expect them 

to go further. I wanted to make sure I wasn’t just saying. “You 

must go to college.” I wanted to say, “Hey look- I did this and I 

want you to come up to here at least.” They are really the driving 

force behind me going to college- I want to be successful for 

them.” 

 

 This need is further highlighted through Jane’s comments about what her 

determination was based on. 

 “Perhaps it’s my children who are smart and looking at me and 

watching me. I’m concerned if I give up, they will give up. That is 

not okay. When I look at them and tell them that I want effort, I 

have to give that same effort. So I do. If I fail and mess up, I pick 

myself up and do it again. Now, that’s all I’m asking from them. 

They are good kids so they do that.” 
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Commitment Behaviors 

 College is designed to have an impact on many levels and in positive ways; 

undoubtedly commitment behavior is an integral part of college success. This final factor 

emerged as a commonality among all of the participants in the study. Whether they had 

been taught about the value of staying focused and on task since childhood, or they had 

just finished a college success course, they all acknowledged that they had to figure out 

the types of behaviors that worked for them and produced the results they wanted. Some 

reported that the journey to self-discovery was long and arduous but for others, they were 

able to quickly find their stride and maintain the type of behaviors which were beneficial 

to them.  

 Based on these findings, it is apparent that committed behaviors play an 

essential role in how successful students can be. According to Lena, she believes that it is 

the one part of the academic process where you get to grade your own paper and make 

adjustments as you see fit. 

All of the respondents spoke of engaging in a process to determine what study 

habits worked best and which needed to be replaced by different techniques. Some 

thought that they would do best studying with a group only to learn that they talked a lot 

about extraneous material and got way off subject. Contrarily, others found that studying 

alone yielded gaps in knowledge and did not produce the desired results.  

One such experience that caused Trey-Ann to change the way she viewed college 

and her responsibilities to it, was a close encounter with what she called an “ole school, 

tell it like it is” teacher who helped shape her behavior toward studying. 
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 “She really taught you how to study. She- it was stuff that you 

thought you already knew - I guess I don’t even know how to say 

it- you know that you should set aside time- you know but during 

that class that helped you- ok college is the priority. The kids are 

wonderful and yes you have to take care of them and your 

husband- there are needs to be met. But right now, during this 

point in your life, college is the priority. Take care of those needs, 

but college is your full-time job or part-time job- college is your 

priority. I never put college as a priority until I took that class. My 

grades went up. “ 

 

 Jane  shared her observation of having more flexibility in selecting which courses 

she would take as her electives and still choosing the courses she would get the most 

from- the hard one- because that’s what good committed students do. 

Mya shares in exploring appropriate study skill for her son is when she was 

introduced to the SQ3R method which stands for, Survey Question, Read, Recite, and 

Review. When adopting this approach to reading large/long chapters, she immediately 

noticed positive results. This is yet another example of the commitment behaviors 

persistors engage in.  

How does the Institutional Environment Influence Persistence? 

 

This section includes interview responses to the second research question: How is 

the college environment perceived to influence the success of African-American female 

transfer students?  

The findings related to this question are presented in two sections which dissect 

the college environment into the academic and social environments provided to transfer 

students at the university. These sections projected how both students and faculty 

perceived that both sectors of the institutional environment are set up to accommodate 
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student success. Both groups weighed in about their desire to not have truthful answers 

be misconstrued as gripe sessions but rather as opportunities to strengthen what might be 

considered weak institutional areas. This reflects a necessary step on the journey toward 

achieving institutional effectiveness (Roueche, 2008). The responses shared, mainly by 

the faculty participants, represented for them an opportunity for the University to use the 

feedback in order to elevate themselves from good to great (Collin, 2004).  

Academic Environment 

In his response, Frank spoke from a more strategic perspective in terms of the 

University’s academic offerings that were open to transfer students. He explained plans 

to expand the University’s current program offerings with a specific view toward what 

could be done or what was in process, as well as the limitations in offerings that arose 

due to budget cuts. His answers were reflective of his leadership position and belief in the 

philosophy of cultivating college students from very early within the educational system 

through pipeline exposures.  

The other two advisors, who appreciate a lower rank and view of operations, 

spoke of frustrations experienced in the day to day delivery of services to transfer 

students. They cited such examples as deleted and disjointed efforts of helping students 

learn about the availability of programs and services on campus; and the necessity of 

keeping the message of assistance both positive and upbeat. Maggie summarizes this 

frustration by sharing: 

 “One of the things that I have noticed about the University is that we 

expect our students to be socialized to a higher education process and they 

are not. We don’t do a very good job of meeting students where they are. 



 86 

So for example, we have that sort of white, middle-class, socialization 

process that assumes everyone knows what FAFSA is and that everyone 

knows how to register and we take for granted that not everyone’s parents 

went to college- so whereas that may not be racially specific, what I think 

it is we do a disservice to our students in terms of economic status and in 

our area that just happens to be a lot of black students. We expect them to 

know how to navigate college when they themselves are probably first 

generation.” 

 

 Maggie further expressed discontent at what she believed was the use of an 

inappropriate model of providing help to transfer students. Her general observation is that 

the university takes a top down outdated approach to dealing with students and she feels 

that needs to change. She further shares: 

 “I would like to sit everyone down and give them a primer on push and 

pull. A fortes model vs. organizational change and how organizations need 

to change the way they think because our consumer is not the consumer 

we had in 1967, and yet, everything on this campus operates to the 1967 

consumer- that is my feeling. But it is also- I liken it to being an intern or 

resident in a hospital. We won’t change because I had to do it that way so 

you have to do it that way. Change will be painful. We have a picture-an 

old white boy club on this campus that they feel seniority is the most 

important indicator of one’s success. You can’t challenge it, can you? Will 

they ever learn? Look at the people that are here. Seniority is the indicator 

of success so everything that we do id filtered around the idea of 

difference to those in positions of seniority. That’s my personal opinion- 

that is why we don’t have training.” 

 

Daryn highlighted the frustration with articulation agreements that do not honor 

the true intent of collaboration and that do not allow students to start on a positive note. 

 “I think a tracking system would be helpful but for that to happen, you 

need dedicated people to that. It’s easy- reports are written all the time 

about midterm grades and final grades, and D’s and who is in danger of 

not being successful. The reports are there but the people and the 

manpower is not necessarily there or at least not as coordinated in a way to 

use the information. I think this is an example of areas that we are data 

rich and information poor.” 
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 “I think the majority of African American female transfer students that I 

see come from on institution- one community college. There- the system is 

broke in a lot of places and I think that adds to the anxiety and the angst 

that these people feel. When I say it’s broken, I mean the relationship that 

our institution has with that particular institution compared to the other 

community college. What that translates into, very often the students will 

come with 60 hours into a program that sounds like a related field but the 

reality of it is that it is not. For us, for instance, that institution provides a 

child development program and we offer early education- early childhood 

education so they sound familiar. So many of them transfer with the idea 

that the majority of their credits will apply to their 4-year degree, this is 

simply not the case. I’m not sure if that institution does a good job of 

explaining the goals of that program which is more child care or nursery 

school focused. Ours focuses on public and private schools of pre-k 

through 3
rd

 grade. So a lot of their course work deals with the 

administration of those types of setting and they come over and they are 

very disappointed and disheartened, and in some instances angry when 

many of those courses don’t transfer and we are basically telling them of 

the 60 hours that you complete, we can use 15. That is a frustrating point. 

That is on their side I believe, and not clarified the likelihood of 

transferring into a true teacher’s education program. On our end, we 

haven’t done a good job I believe in letting that institution know here are 

the courses that we have- what are the equivalent courses. There are no 

articulation agreements there are no transfers guides that have been done 

since 2001.”  

 

 All three members felt that the best effort to establish an effective academic 

environment would begin with creating an active support center 

 Daryn: 

 “I would propose an active student support center- a place where students 

can go, find resources, talk to people that can help them in their success. I 

would allocate a particular person who would be there to help particularly 

first generation college students navigate the system.” 

 

 Maggie: 

 “We should have a week of welcome before those people even get here- 

we should have people, and we should have fun, and we should do crazy 

stuff, and we should have students who have transferred ahead of you 

there to mentor you though, or have faculty- I should be going over to 
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BPCC at the end of the semester and talk to them but that has to be at an 

institutional level because is it’s not supposed to be supported by the 

institution, it falls back into the category that I talked about.” 

 

 Frank: 

 “I actually worked up a plan to build a one-stop shop for a student center. 

It was going to take the best of the student help labs that we have and 

move in career counseling and guidance counselors, and be the one place 

where all of our existing help and a lot of new help would be housed, just 

to address academic performance. The one place for people to go for very 

focused, tailored or whatever they need- it could be something as specific 

as getting ready for a lab test- it could be that they need to learn study 

skills- it could be help with financial or work situations- whatever kind of 

help they needed, they could go and know that it would be there.” 

 

While student comments reflected general satisfaction with the academic 

environment, they, however, revealed that on occasion some departments and professors 

could be more or less helpful, and that the general level of inconsistency with regard to 

the help offered could at times be frustrating. Additionally, students sometimes 

experienced frustration by not knowing where to locate help if needed.  

Overall though, the concern over transfer student orientation being revamped was 

shared by faculty and students alike. Its recreation should begin with an honest 

assessment of what students want and be balanced with content the University feels every 

student should know.  

Social environment  

 The first topic to emerge in the discussions of social environment was on the issue 

of campus climate. Several student participants reported hearing negative rumors but 

chose to ignore them while achieving their goal as they felt that this would not present a 
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major barrier to their success. That in terms of prejudice and discrimination- trying to get 

rid of the transfer student status was harder.  Flo shared: 

 “I didn’t go through freshman orientation. I think they should have a 

program equivalent to the freshman orientation for transfer students. You 

come out here- yes you’ve been to college but I’m coming from a 

community college and things are different- their dynamic is different, and 

you just have to find out for yourself. It would be easier if people would 

take the same regards as the freshman- take the transfer students out as 

well. OK- here is what you need to do- here is the thing you need to see 

because the transition would be much easier than trying to figure out for 

yourself. I never knew about the UC center, like where you could print out 

pages- I would go to the library and put in my coins each time, and then I 

talked to some students and they told me I could go to the UC center. I 

was like oh. They charge us a fee anyway- I was like oh I didn’t know 

that. I was sitting in the library and putting coins- if they had some type of 

program, I would have gone to the UC center and print information- you 

come in here and you don’t know. They should have a program to make 

that transition easier.” 

 

One student participant as well as all of the faculty participants viewed the social 

environment differently. They felt that what they believed to be a legacy of prejudice and 

discrimination was still alive and well at least in some aspects at the University.  

 Frank asserts: 

 “I am sure some of the early history does us no favors and there are some 

individuals on this campus that did not do our reputation any good- there 

is a percentage of those people still around- and so the people that do have 

to sense of history- their view is not as good, as positive, as those who 

come here without any preconceptions and take this situation at it is.” 

 

Callie shares: 

 “I have a teacher who- likes the non-African-American students, he would 

have no problem helping them, but if I were to ask for help or one of my 

friends were to ask for help, it just seemed like he didn’t want to help- like 
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he would just be very distant- I didn’t feel like he gave the same type of 

attention to our needs.” 

Given that almost all of the student participants reported feeling like the social 

environment was conducive to student success, it is no surprise that Mya reported the 

following about the social environment. She claims that she would evaluate the campus 

climate as: 

 “It’s calm. It’s homey- the people are nice and I don’t have any trouble 

with the instructors. You ask a question and if they know it, they will tell 

you. If they don’t they will get you an answer.” 

Additionally, when asked what activity made them feel most welcomed at the 

university it was widely concluded that the Fall Fest and Spring Fling student festivals. 

Several noted the limited activities and how important it was for students to participate in 

extracurricular activities. Flo said she thought every student should be forced to join a 

club. 

All were asked to talk about their most memorable event or activity that the 

university sponsored that really made them feel welcomed. Most responses included the 

psychology of food around student events like Spring Fling and Fall Fest, ice cream, chili 

dogs, hamburgers, giveaways, to Black History speakers.  

 On the advisor side, Daryn suggests: 

 “I would probably revamp the freshman seminar course to include a 

transfer student group and make it something beyond study skills- I would 

certainly incorporate an element of school pride which I believe would 

help the students feel connected to the institution and feel like this 

institution isn’t a destination of last resort. It would be a place they would 
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be proud of attending and a place that they could become proud alumni 

of.” 
 

How does Intersectionality Influence Persistence? 

 

This section includes interview responses to the third research question: How are 

the factors of race, gender, financial resources, and levels of parental education thought to 

influence the persistence of African-American female transfer students? 

This particular area of inquiry includes several questions which were posed to 

determine the impact of intersectionality found in the life experiences of the participants. 

Of particular interest was how each managed the trifecta of race, gender and economic 

status as determined by the combined influence of financial resources possessed and the 

level of their parent’s education in the context of their university life. The greatest 

questions generated concerning intersectionality of African-American female transfer 

students was whether it operates to disadvantage university students in higher education. 

Race 

It truly depends on who or which set of participants interviewed to in this study. 

Faculty members highlighted pro-race problem answers while the responses of most 

students featured much more copasetic non-race issue responses. Is this just an outcome 

of age or could there be explainable justifications that clarify this conundrum? Students 

reported no major problems with race but sought to highlight discriminatory practices 

being attached to their status as transfer students, while the faculty explored potential 

solutions to reducing the residual effects of historical racism brought on from a 

segregated past. 
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The faculty members, in their responses to the issue of racial climate on campus, 

each alluded to their negative history and the on-going challenge of living down a history 

that was less than great. Frank shares: 

 “I know from when I came here in ’93, I think LSU has had a pretty poor 

reputation among minorities, and I think this is probably- that poor 

reputation was born out of lack of experience as much as anything else for 

those who had a sense of history. If their parents or older sibling or people 

in their neighborhood told them about THE UNIVERSITY, I’m sure some 

of the early history does us no favors and there are some individuals on 

this campus that did not do our reputation any good- there is a percentage 

of those people still around- and so the people that do have a sense of 

history, their view is not as good, as positive, as those who come here 

without any preconceptions and take this situation as it is.” I would say- I 

would summarize that by saying that I think it is improving- it is certainly 

better now than what I remember from ’93 and I think as some history 

fades into the background and the recent improvements come to dominate 

people’s minds, I think that will continue to help our reputation but again I 

would say, that is something that you can never probably not keep 

improving.”  

 

Daryn basically concurred by sharing from antidotal information-things that she has 

overheard. 

 “I think that the perception of some of the long timers in terms of faculty, 

staff, and administrators is that they would have the perception that it is a 

warm and inviting climate. However, I think the people who have been 

here fewer years would say that it may be an open climate-maybe not a 

warm climate. In terms of student, I think that the students who transfer 

here are often intimidated by rumors that they’ve heard particularly around 

the rigor and how difficult courses are and I’ve heard people describe 

faculty and staff as unapproachable. That is the perception that they often 

bring to The University.” 

 

 The work of Hurtado (1998) was offered as a resource that might prove quite 

valuable to the process of moving beyond a painful/ negative past.  By engaging in a four 

step process, the author suggests that candid conversations and a dedication to truth must 
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be the cornerstone. This was remembered by Frank, from a university system-wide 

diversity task force white paper. 

 Interestingly, one of the participants, who is a student leader in the recently 

revived Black Studies Association, shares that, 

“The students are cool but the lack of adequate minority faculty and the 

dearth of minority programming makes this place seem like it never got 

the memo on multicultural inclusiveness. I really don’t think they are 

being racist just hard core ignorant. My boyfriend’s mother, on the other 

hand, says it’s racist and that this would be her last resort because it is a 

racist university.” 

 

 The six remaining student participants fail to view the school’s racial climate as 

significant. They report no racial problems and suggest that everybody just gets along. 

Perhaps this is an example of what Schwartz and Washington (2000) explain as the 

adoption of a typical characteristic of a persister. They, the persister, choose to ignore 

insignificant feats in the accomplishment of big goals. They learn to bear whatever is 

necessary to reach their goal. 

 What also emerges as a factor of great significance and frankly surprise is the 

replacement of student status over race as an area of high discriminatory concern. Their 

goal is to no longer be seen as a transfer student but just as another full-time/ part-time 

student on campus that is worthy of the same quality treatment. Callie provides further 

explanation by sharing: 

 “I hated being referred to as the “new” student when I was a junior like 

they were. Just because I did not start with them or could relate to 

something that happened in freshman year I was treated less than and not 

invited to the special study sessions. It wasn’t until I made an A on a really 

hard test that I feel I was finally accepted and treated as a senior biology 

major. I was invited to the next study group session. 
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 Flo, a second student, shares in what she calls a feeling of second class citizenship 

by describing the stark differences provided to native verses transfer students. She cites 

that a full-time freshman (FTF) receives a two-day orientation, Freshman Seminar, and 

targeted programs, while a transfer student gets a virtual orientation: that is not well done. 

Whether they mean on purpose or not, you can quickly get the feeling that you are valued 

less than others. When the payment of money is the same, so should be the treatment. 

 Frank, who did not deny this problem, explained how it has its origin in funding 

formulas that place more value on first time freshmen (FTF) who start at the school. They 

are called the cash generators. Every effort is made by the university to keep them until 

they graduate because the university gets the most IPEDS points and money for them. 

 Responses from the advisors mentioned and observed similar shortcomings. 

Daryn’s comments highlight a problem and a solution at one time. 

at one time we had what was called T-source transfer student orientation 

and registration. That no longer happens and everything is done through 

virtual orientation or online format. It just disappeared and went to an 

online format. There was not an explanation that I recall being given for 

that, But you know I like to think that the opportunity is still there for 

personal interaction. I know in our department, I purposely meet with all 

transfer students. That is something I have decided to do that basically 

institutes my advising load. I meet with transfer students when they are 

considering coming over to our institution. I ask for their transcripts ahead 

of time; I review them; I create a curriculum sheet based on their interest; 

they com e in; we discuss their goals; we just discuss their past academic 

performance and I actually register them. I recognize that if they are new 

to the system, which is very different than the system at their community 

college, then it’s frustrating if I advise them, send then off-when they do 

attempt to register, they get to figure it out, they are usually met with all 

sorts of prerequisite notices and warning blocks simply because their 

transcripts have not been officially evaluated and uploaded into the 

system. So if I can preempt some of that frustration, then I do. That is the 
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second portion of that meeting that I have with the transfer students where 

I sit down and manually enroll them in the courses that they desire and 

explain along the way, this is what I’m doing- this is how you will do it 

next time, and this is the advisor that you will need from this point on. So 

instead of having them chase all over the place when they come to the 

institution, what I try to be in our department is the essential contact-point 

of contact and give all the pertinent information to them on the front end 

and then they are parceled out to their assigned advisor based on their 

program. 

 

 Maggie reports, 

  “There is an issue with accessibility- students don’t know where to 

go- this is where I’m talking about transfer student- you are coming from 

two school- you are coming primarily from Southern or BPCC where 

those service are randomly accessible to every student and they are 

communicated to students in a way that de-stigmatizes them. Not here. 

Imagine, if you wanted help, we are going to send you to the counseling 

center. That automatically has a mental health connotation. Well I don’t 

need counseling- what do you need- I need somebody to help me. They 

have an office of student success- that is what parallels our counseling 

center. Again, I don’t think we make it easy for students to seek the help 

in terms of retention. There are things that we could do in terms of 

scheduling students that I think would be a great improvement. Most 

transfer students chase their tails for weeks trying to find someone and by 

the time they get there, they are already so frustrated and then they end up 

quitting their classes that probably should have been put into. We are 

setting them up to fail by the way we receive them.” 

 

 

Gender 

 According to research which chronicles the shift from male dominance in the Pre 

World War II era to the current, where women now account for up to sixty percent of 

student populations (ACE, 2010), now sets the tone. When asked if there were any 

special concerns associated with the 60% female dominance of the schools’ student 

population, all the participants said no.  When questioned in greater detail, the only points 
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made were to the disadvantages of dating (fewer men to choose from) and that in several 

classes there was a real dearth of discussion from the male perspective.  The observation 

was made to more of a balance being observed between male and female professors with 

perhaps males edging out the females. 

Financial aid 

 When asked to elaborate on the topic of financial aid, all six participants had first-

hand knowledge and reported overall positive experiences. Five of the recipients were 

based on need and one reflected wanting the experience of qualifying for her own money. 

There were three dominant concerns voiced in their responses: 1) Golden Ticket; 2) the 

shift in funding based on need to funding based on merit, and 3) the viscous cycle being 

created by the state reducing its funding to the university, while giving the university 

permission to increase the cost of tuition. When that cost goes up, so do the number of 

hours/ jobs they- the participants, must work to make school happen. Money was viewed 

by some respondents as a necessary evil. The question was posed by Lena, if the 

university knew that you cannot squeeze blood out of a turnip? 

 Lena, as a former practicing accountant, explained a real fear associated with the 

escalating cost of school, which increased the amount of student loans you needed to 

make it work and how it would take you twenty years while living with your parents to 

pay it back. She expressed concerns that you could not get ahead financially because of 

the debt you incurred while getting the advantage of a college degree. Jane related this 

same sentiment and added that one of her sociology professors had her class read an 

article on this very issue. She remembered it being called the dilemma of a Golden Ticket 
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 Several of the ladies reported how hard it seemed to get scholarships and noted 

how the amount issued in the scholarships has gone down. Jane notes that what used to 

be a $1,000.00 scholarship has been reduced to $250.00 or cut out entirely. 

Levels of parental education 

 In research conducted by Annette Lareau (2007) for her book, Unequal 

Childhoods, shows a sharp contrast in attitudes and behaviors of four different parents 

raising children and their coinciding values for education displayed. This research 

anchored both an understanding of socio-economic structures and enhanced the 

explanation of student responses. When asked about the education levels of their parents, 

the participants provided the following information:  

TABLE 4: MATRIARCHAL LEVEL OF EDUCATION  

Mothers level of 

education 

Elementary High school GED College 

Lena  X X  X 

Jane  X  X  

Mya  X  X  

Flo   X   

Callie   X   

Trey-Ann   X   

TABLE 5: PATRIARCHAL LEVEL OF EDUCATION 

Fathers level of 

education 

Elementary High school GED College 

Lena  X X  X 

Jane      

TABLE 5 (continued) 

Mya   X (11
th

)   

Flo   X   

Callie     X (attended 

in military) 

Trey-Ann   X   
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Only one of the participants had both parents who possessed an educational level 

beyond high school that included college and graduate level studies. Callie’s father 

attended college while in the military but never graduated. Jane and Mya’s mothers both 

earned GED’s, one participant’s father completed the 11
th

 grade, and the remaining 

participants had parents who finished high school. Despite the level of parental education 

each participant reported she was encouraged by her parent(s) to go to college. Better 

than their possessing a college degree, each valued the good economic promise and 

security a college degree offered. 

Respondents felt that value of education by their parents was somehow better than 

them possessing a college degree, contrary to current research, which finds low level of 

parental education being associated with more barriers to a successful matriculation 

(Cohen and Brawer). 

Not being able to receive advice about college from their parents first hand 

experiences did not prove problematic in that the respondents felt it was their 

responsibility to master/conquer the next phase of their education.  The advantages of 

having parents or other family members who have gone to college give you inside 

information (Pascarella &Terrenzini, 2005) was neither realized nor expected from this 

group.  As Lareau suggests from her research, these are the parents who firmly believe in 

education being handled or addressed by experts (teachers) with little to no assistance on 

the part of the parent.  Their role was to get their children through high school.  The 

examples presented in this study were contrary to middle class parents who believed in 
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concerted cultivation and teaching their children to find every advantage life has to offer, 

with education being chief among them.  From this point of advantage, higher education 

simply became a counter story rather than a calculated expectation with enormous 

consequences. 

Jane’s comments about her mother’s educational background highlights the 

familiar profile of a first generation college student 

“My mom dropped out – I want to say 8
th

 grade, and she got her GED.  

The reason I’m guessing is because she is from Louisiana and the school 

that she went to out in Sabine Parish at the time all grades were together.  

So I want to say she dropped out of the 8
th

 grade.  I do not know who my 

dad is so I could not tell you his educational background. “ 

 

At a very early age Jane reports that she realized that people cannot give you what 

they do not have, so she never blamed her mother for not promoting education, she just 

took the lesson her mother could give was explained as:   

“For her it was the value of hard work – whether she talked about it or not, 

that is what she did.  She worked a lot, she worked often, and she’d come 

home and work again.    Not that second shift kind of work – that was 

mine.  I was the oldest daughter but she came home to do things like fix 

the cars, the washer, the dryer – she did the husband’s work or whatever.  

That is what I saw from her was work.  But I took care of my sister, the 

house, and what I did get from her was that she was always looking for a 

way to make extra money.  It was like some sort of multi-level thing – she 

wanted to be successful in that – she wanted us to read – she has trouble 

with comprehension.  She is very mechanically inclined, but reading and 

comprehension – she can read it but not understand it.  She would give it 

to me to read and tell her what it said.” 

 

Flo’s mother also glimpsed better opportunity for her daughter by her choice to do 

things differently. She often asked her daughter to be better than she was by developing 

skill sets that were portable and would make consistent money. To stress this point, Flo 
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quoted a line she heard repeatedly, “If it don’t make money, then it don’t make sense”. 

From this practical application of advice, Flo is able to advance. 

Summation Questions 

This section includes additional interview responses to summation questions 

asked of student and faculty participants. Student participants were asked 2 wrap-up 

questions: 1. if you had an opportunity to meet with the Chancellor of this institution, 

what would you tell him about your transfer experience, and 2. what advice would you 

give to a community college student who is preparing to transfer to this institution? 

Faculty respondents were asked an additional question: If you had an opportunity to serve 

on an administrative team that was challenged to revamp the university’s efforts to 

enhance transfer student persistence, what would you propose?  Their responses follow. 

 The student responses to the Chancellor were generally very valuable and spoke 

of good educational experiences. The discussions celebrated the low teacher to student 

ratio in some classes, the ease with which they can interact with faculty, and what is 

prominently placed on the website, LSU-S is the most affordable regional institution in 

the state and the country. The only form of criticism offered was to address the 

discrepancies found between the native students and the transfer student populations in 

programs and services. The most noted change request was in how orientations should be 

handled. Using the old adage, no man has truly learned until what he wishes for his 

brother is what is what he wishes for himself, the six participants were asked to share a 

nugget of good advice to new transfer students. The following comments were offered by 

the student participants to the soon to be transfer students.  
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The faculty responded by sharing: 

 

  

Jane Stay motivated. 

Mya Don’t buy the hype about the academic rigor, you can do the work. 

Flo Join a club/ organization and develop the soft yet important skill of  

effectively communicating. 

Lena Stay motivated. 

Callie Remember what you are here for- to get an education and better 

yourself. 

Trey-

Ann 

Make school a priority. 

Maggie 360 degree self-assessment of the university that would create 

programs and services from the consumer’s point of view. 

Daryn update all transfer guides so that students can be provided with 

accurate information 

Frank start with focus group meetings that asked what they perceived their 

needs to be and of that, what is this institution not giving? 
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Emergent Themes 

Counter narratives 

 In the course of the overarching conversations and interviews, four themes 

emerged. These themes include: the value of a counter narrative, the appreciation of 

community colleges, the impact of motivation, and the need for creating balance. 

Every life has a story and every story has a “what if” potential that could have 

dramatically swayed what is currently known as reality. The literature framing how 

African-American women gain their voice finds root in a strong oral tradition that 

demonstrates the value of the collective (Collins, 2000).  Each participant had a series of 

life events that were strung together by time and circumstances that somehow asked the 

question, could education be the next step?  All said yes and commenced to share the life 

event that led them to enroll and persist in their pursuit of a baccalaureate degree.  

Each participant was willing to share narratives from the pages of their real life 

events. Telling the stories of their defining moments crystallized the role of meaning-

making by providing the reasons everything came together.  For three of the respondents 

it was finding their own voice in the midst of a lifetime of serving others. For one, it was 

the analysis of a movie and for another it was the tragic murder of her daughter. 

            The essence of each participant’s narrative follows: 

**Mya – At the hands of her daughter’s boyfriend, the father of their expected child, Mya 

reports hearing the details of her daughter’s death, becoming sick and convinced like 

never before of what she had to do. Her daughter’s death caused her to regroup and ask, “ 
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how I can serve other youth”.  She realized she had the interest but no credentials. A local 

community college was her vehicle to change this. 

**Trey Ann reported living a life dedicated to serving the needs of her family, while 

putting everything for herself on a back burner. She attended college, but not whole-

heartedly, for the slightest excuse to serve her husband and children she would put off her 

college responsibilities. Persistence was just a word she might have had on a previous 

spelling test in remedial English, until the day she  found out her husband was having an 

affair. For the first time in her life, she chose to seek a goal that was solely beneficial for 

her. In that moment, persistence in college had meaning and she became destined to 

succeed. 

**Jane and Flo both reported that they got pregnant in high school. Both young ladies 

married and reported their strong desire was to not become a negative statistic. This was 

the force that made sense of their choices to succeed in school. 

**Callie learned a legacy lesson from her mother’s experience of becoming pregnant in 

high school. She reported learning from the missed opportunities of her mother that she 

did not want a dead-end life. In this moment of realization, college persistence made 

sense and became her goal. 

**Lena reported watching a movie entitled “The Ditch Digger’s Daughter with her 

mother and through a spirited discussion, it incited a life challenge. During the movie, 

one of the five drifted off course and faced great challenges. Suddenly doing well in 

school took on a heightened sense of meaning.  
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The collective view of these participants was that the essence of their counter 

stories became the launching pads to very bright futures that now allow them, as Walt 

Whitman said, “to march confidently in the direction of their dreams.” (cited in Dyer, 

2010) 

Community Colleges 

The comments collected all conveyed a deep appreciation for the mission of 

community colleges and the assessable opportunities it provides to a vast array of people.  

Many of the students viewed the schools as a second chance to prove their worth and 

desire not to simply be a negative statistic. Community colleges were compared to 

churches that allow anybody in, with the hope of transforming them. Two respondents 

shared concern for the dissemination of unfavorable information discussed in public by 

random people. They report being bothered by this erroneous information. What caused 

concern for all was the view of community colleges accommodating dumb or people who 

were academically challenged. Participants found this to be totally at variance with 

reality. Two participants shared:  

Mya: 

 “Community colleges don’t always get their props. They should be 

associated with just as much prestige as four year institution. Some of my 

professors at BPCC were brilliant. They were a leader in their respective 

area of study and chose to teach poor college students.” 

 

 Jane: 

 “I was surrounded by smart people who were just poor and land-locked in 

Shreveport. This one guy in my math class could have been at MIT.” 
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The virtues of good teachers who really cared about whether you got the lesson or 

developed the skills set(s) was repeatedly mentioned as an asset. They viewed the 

community college as a welcomed segue between high school and a senior college 

institution. Looking back over the process of transition from high-school, to community 

college, and on to the eventual graduation, Trey-Ann made an analogy to a hospital and a 

sick person. She reports that when she entered the community college it was as though 

her needs were X-rayed, diagnosed, and treated.  

Mya felt as though her community college opened just for her. It met all of her 

needs- it was close, nurturing and it did not cost and arm and a leg. As all of these points 

came together, she began to gain the confidence needed to seek a degree as a goal. She 

reported roller coaster feelings that had her feeling too old, to feeling so welcome at the 

community college that anyone could go. She remembers sharing this with her son. 

Lena’s attraction was the flexibility of class scheduling. A working person could 

take enough classes to bank a healthy schedule each semester. It was apparent the 

community college was catering to the needs of the students in the area. 

All six of the participants conveyed a high level of satisfaction with their 

community college culture and education and said they would, and have recommended 

such an experience to others. 

Motivation 

Each participant spoke in some way of the value of staying motivated during this 

process.  They viewed its lack as a contributing factor to the departure of too many of 

their peers.  Each of them reported needing frequent reminders to, “stay the course” and 
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“keep your eyes on the prize”. All but one participant were able to quote either a scripture 

or affirmation that they used during both the trying days and most difficult interferences 

with school. Such examples were said to include, sick children, jobs that demanded more 

face time, neglected mates, and exhaustion. The constant battle was not to allow anything 

to derail their progress at any given time.  

Balance 

 The greatest mystery or elusive point made by participants was how to create and 

maintain a healthy balance. The cape of super woman was identified as a great source of 

pain and guilt. Many reported knowing they had too much on their plates, but did not 

know how to reduce the size of the plate or the responsibility that went with it.   

 With all the young women did and for all those they helped on a daily basis, they 

needed to avoid being neglectful of their own work, health, relationships, spirituality, and 

leisure time. 

 One called it the art of juggling, but suggested that it really boiled down to having 

the ability to prioritize and then to effectively deal with those priorities. 

Chapter Summary 

 This chapter presents the findings of nine individuals who were interviewed for 

this study. Six of the interviews were conducted with students while three consisted of 

university personnel. From this gathered information, four factors were identified that 

African-American female transfer students perceive to be meaningful to their persistence 

in higher education. They include: support systems, locus of control, role models, and 

commitment behaviors. From the vantage point of the university personnel, a 
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contextualized understanding was added that accounted for institutional offerings/actions 

that frame the current institutional response to African-American female transfer students 

at the chosen site. Combined, this data illuminated four emergent themes through relevant 

discussions and a thorough review of appropriate documents. The bridge of this content 

represents a vehicle of potential transport, taking students as well as the university from 

where they are to where they wish to be. The findings offer a potential formula of 

alignment that coordinates individual and institutional needs as students navigate their 

college experiences. The next chapter will address these issues. 
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Chapter Five: Discussion, Recommendations, and Conclusion 

              The content of Chapter Four gave voice and clarity to the challenges and 

opportunities afforded African-American female transfer students as they navigated the 

dynamics of remaining persistent to their educational goals. In contrast, the 

organizational flow of this chapter will begin with a brief overview of the study. This is 

followed by a discussion of the findings from Chapter Four and how these findings 

support or differ from previous research on African-American female students and 

transfer students. At this juncture, a brief discussion of the theoretical frameworks that 

informed this study is presented as well as other relevant theories. Lastly, the chapter 

concludes with a discussion of implications, recommendations for future research, and 

the limitations of the study.  

Overview of the Study 

        The goal of this qualitative study was to gather information relevant to the 

persistence of African-American female transfer students from two-year to four-year 

institutions of higher learning. Content obtained was purposed for the creation, 

development and implementation of programs, services and policies to better serve this 

student population. This investigation was framed by three research questions seeking to: 

1) identify key factors perceived to influence the persistence of this student population; 2) 

determine how the institutional environment influences their persistence; and 3) assess 

how the factors of intersectionality- race, gender, and class influence their persistence as 

well.  
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        The use of a case study approach identified six African-American female transfer 

students, and three university personnel for participation. All participants were either 

enrolled or employed at the chosen university site. Eligibility status required the transfer 

students to have been previously enrolled in a community college, transferred to the 

chosen university, and to have engaged in continuous re-enrollment behaviors. Eligibility 

was established for university personnel by possessing current employment with the 

chosen site and current job responsibilities that included serving as an academic advisor. 

        Data for this study were collected through semi-structured interviews, archival 

records and the review of related university documents. Findings from Chapter Four are 

provided by two groups of respondents and framed in terms of factors, emerging themes, 

and areas of intersectionality. This section will continue the presentation of content in a 

linear format that is aligned to the three research questions.  

1) What are the perceived factors that contribute to the persistence of African-

American female transfer students? 

2) How is the college environment perceived to influence the success of African-

American female transfer students? 

3) How are the factors of race, gender, financial resources, and levels of parental 

education thought to influence the persistence of African-American female 

transfer students? 

Discussion of the Findings 

 Strong support systems, internal locus of control, use of role models, and 

commitment behaviors emerged from the compiled responses of student participants as 
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key factors influencing their persistence. These specific factors revealed both a specific 

list of key ingredients needed to achieve student success and the didactic nature of that 

success. No one viewed the achievement of academic success as an individualized 

pursuit, but rather each credited a host of other cheerleaders. Of special note was the 

sincere attitude of gratitude for anyone who chose to help them along the way, with 

several participants underscoring the sentiment, “people don’t have to be nice to you, it’s 

a blessing”. 

The participant responses declaring strong support systems as a key to persistence 

were placed in kinship or fictive kinship categories. Most shared ways in which family 

members engaged in sacrifices so that the student could be allowed to do her best.  Each 

of these stories of family support collectively and vividly represents the idea that the 

student successes are ‘village wide’ achievements. Consistent with the old African 

proverb, I am because we are, many of the students can undoubtedly see their success 

reflected through the sacrifices made by many of their family members. Whether it was 

Trey-Ann’s husband laundering his military uniform for the first time, or her children 

eating McDonald’s more frequently than usual because of time constraints, family 

support was an integral element of these students’ persistence.  

What was equally interesting was the finding which suggested all employees of 

the university being viewed as important sources of support leaders to student success. 

One participant spoke of a janitor being the most supportive and informative person 

during her first semester on campus. Fictive kinship supporters in the form of janitors are 

rarely stressed in the literature as being part of the primary group of university frontline 
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contributors. It however is no surprise that employees at every level of the organization 

can be an integral part of student success. The first question on employee performance 

reviews should be how does their position/job contribute to student success? This and all 

other comments describing the essential nature of strong support networks shows why it 

was a factor shared by all participants. 

        The participants also discussed the importance of internal locus of control which 

for most of them involved taking responsibility for your actions and not blaming or 

explaining things on outside forces. By this admission, most of the participants thought 

locus of control was determined by whether you believed the occurrences of your life 

stemmed more from a place of personal agency or external circumstances. All but one 

participant declared internal locus of control as being more in line with their personal 

actions. The one participant that did not agree said her religious convictions caused her to 

place problems in the hands of a spiritual leader (Watt, 2003). Those who identified 

themselves as having an internal locus of control believed that it could be developed 

using multiple avenues including learning from the teachings of Oprah. The fact that a 

majority of a group of persisters view themselves as exhibiting internal locus of control is 

consistent with contemporary research. Such an example is provided in the research of 

Wang (2009) who highly correlates this factor with high achievement and high levels of 

academic success. 

           In contemporary research, the ability to see and be a role model was captured as a 

significant factor influencing the persistence of African-American transfer students 

(Schwartz and Washington, 2000) and similar findings were observed within the study 
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sample. In this study in particular, a split between “seeing” and “being” a role model 

could be discerned based on parental status. That is, participants who had a child or 

children more often expressed the importance of being viewed as a role model while 

those without children more often felt the need to see or identify with a role model who 

they felt was similar to them. For the two participants who did not have children, their 

role model reference was observed in key people around them. Their focus was placed on 

a psychological assurance of seeing people in key positions on campus that looked like 

them. For them, identifying with professors that looked like them meant the discipline in 

which they were majoring, and would be eventually seeking employment in, was 

accepting of people like them. The other four participants who are parents were dedicated 

to setting the example for their children and creating a parental legacy of raising the bar. 

They spoke openly about not wanting their children to be able to look down on them for 

setting a bad example. This above all else drove them to stick with school and do their 

very best. They found the eyes of their children to be a powerful incentive to stick with 

school and do their level best. 

        The last factor highlighted by the participants as an important factor impacting 

their persistence was the utilization of commitment behaviors. Their responses included a 

variety of reasons the participants either chose or were forced to change their study 

habits. Based on the experience of failure to achieve desired results, usually manifested 

by test scores or grades, personal adjustments were made. What was interesting to note 

about commitment behaviors by the subjects was the level of maturity that was evident in 

their ability to assess when and what kind of help was needed in order to improve their 
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situation. Every participant in one form or another alluded to the importance of asking for 

and receiving help rather than suffering through an entire semester without receiving the 

help that they needed. Refreshingly, there seemed to be an acceptance that it was okay to 

get help and not okay to need it and not seek it. Most of the participants reported positive 

examples of finding help they needed even though they shared that it often took them 

some time to locate it. For most, there was the belief that seeking and directly benefitting 

from the assistance available was the right attitude to have about school and consistent 

with the type of commitment behaviors displayed by good students. 

  The second research questioned the role the institutional environment played in 

promoting persistence for African-American female transfer students. The responses 

were generated by the student group of participants as well as a university personnel 

group. The questions were separated to include the categories of academic and social 

environments. The responses exhibited a range from wholesale agreement to conveying 

polar opposites. Of great value and insight was the ability to see the answers and know 

they were being generated based on perceived student need and university strategic plans. 

The misalignment left both groups doubting whether the environment, either social or 

academic, was supporting transfer student persistence at an optimal level. The university 

personnel were rather critical of what was described as disjointed offerings of assistance 

and delineated programming that showed slow and initial promise. The student response 

showed more politeness by extending a feeling/hunch that whatever help they needed, the 

university offered it, they just did not know where nor how to assess it. One point shared 

by an advisor, was the notion that the university was set up to function on a “white 
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middle class” socialization model. Projected as totally at variance with the reality of 

students who were first generation college students, the advisors cited reasons why this 

served to divide rather than unite the efforts of the school. From this vantage point, the 

assumption is made that everyone has the same level of ease and knowledge. Further, the 

advisors who reported being on the frontline and working closely with students are 

concerned if these issues are not addressed quickly, the university’s enrollment numbers 

will feature deficits instead of increases.  

  The student participants all agreed that the “virtual” online transfer student 

orientation was insufficient, lacked engagement and caused them to feel less than their 

native student counterparts. Native students receive a two-day orientation encounter, 

Freshman Seminar and specialized programs throughout the semester. Transfer student 

reaction to this ranged from being mildly annoyed to viewing this action as 

discriminatory on the part of the university. 

  The university personnel participants all agreed that a one stop help center was 

needed to adequately begin to meet student needs on campus. In addition, there was 

agreement that the academic analysis of transfer student transcripts presented more often 

as a barrier to a seamless transition from the community college to the university. 

The first area of concern in this category was the university’s campus climate. 

Comments gathered from the interview protocol drew very different and surprising 

responses. The university personnel group shared more of a longitudinal historical 

assessment of what the campus climate is and why. All three acknowledge that the 

current campus climate is suffering the residual effects of a negative segregated past, but 
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see things getting better. To the contrary the student respondents – all but one, report no 

racial problems. Interestingly, they do report the treatment as “second-class student 

citizens” at the hands of the university to be of concern. Only one student cited examples 

and concerns over what she described as racial tension.  

It is difficult to assess whether the copasetic students are buying into the ideology 

of a colorblind society, are exhibiting characteristics of a true persister, who puts on 

blinders that do not allow them to focus on anything but the goal they are striving for.  

        The social environment was reported to assist student social development at a 

minimal level due the university’s commuter school characteristics and the large number 

of students working full-time jobs while maintaining a full fifteen hour course load.  A 

limited number of student organizations and programs that appeal to transfer student 

needs was highlighted as a concern by the student participants. 

   Question three sought to address the lived experience of six African-American 

student respondents and view the role that intersectionality played in achieving 

persistence. As Mirza (2009) a British scholar of Black feminist thought reveals, 

Intersectionality provides a complex ontology of really useful knowledge which 

systemically reveals the everyday lives of black and ethnicised women who are 

simultaneously positioned in multiple structures of dominance and power as gendered 

and raced” (p. 17). 

         As for the issue of intersectionality, participants did not feel they were negatively 

affected in overt ways of racism, sexism, nor class distinctions. However when exploring 

through their counter narratives they were able to identify vestiges of how all three have 
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come to define the sum totals of who they really are.  Using an example from education, 

most of the participants begin to see the role of intersectionality in their lives. The most 

common response was, “I never thought of it that way/deep.” This reflected more of a 

lack of developed consciousness and pride for their identities, rather than a lack of 

connection to intersectionality. 

          One such discussion engaged with a participant, detailed the characteristics of the 

schools she had attended as a child. All had been neighborhood schools largely 

comprised of minority students in a working class section of town. She spoke of how the 

school had a poor reputation and the students were often thought to be educationally 

weak and deficient test-takers on standardized exams.  She remembered not being proud 

and wished she could have done better. I reminded her of her counter story and shared a 

researcher who had a different explanation. I shared research conducted by Gloria 

Ladson-Billings (2006) who believes that educational deficiencies are brought on by 

economic deficiencies of investment.  Ladson-Billings suggests that what is deficient, is 

the amount of financial investment that poor schools invest in their children compared to 

the robust investments made in a suburban child’s school experience. From this frame of 

reference, several of the participants related experientially to the research of Ladson-

Billings (2006) and were able to see how the forces of race, class, and gender can shape 

personal realities. 

Discussion of the Study’s Framework 

The study was guided by an emerging body of research that both rejected and 

challenged deficit models of understanding that only confirmed negative behaviors on the 
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part of the students. Providing a new lens of discovery from a strength’s perspective, are 

the theorists who choose to ask a different set of questions, and focus on what can be 

done to aid student success. This study’s selection of theory is then based on a different 

set of inquiry variables that produces knowledge to achieve and replicate desired 

behaviors. They include: Wang’s Model of Baccalaureate attainment and College 

Persistence Among Community College Transfer Students (2009), Critical Race 

Feminism, (Crenshaw, 1989), and Tinto’s Social Integration Theory. While valuable 

components of inquiry are embedded in each of the theories/ models chose in this study, 

Wang’s model and supporting literature on Critical Race Feminism provide the most 

insight. They each focus on relevant characteristics of the population being studied. 

Wang’s model addresses the contemporary transfer student and Critical Race Feminism, 

provides an intimate awareness of the needs of black women. 

After analyzing the data, there are three additional resources that have provided 

greater insight and understanding of the dynamics found in the participant group.  They 

include: Colorblind Ideology, Schlossberg’s Transition Theory, and Sedlacek’s Non-

Cognitive Variables Predicting Academic Success by Race. 

Colorblind Ideology 

This concept is described by sociologist Eduardo Bonilla-Silva as a dominant 

racial ideology. Meaning is attached to how you and those in your social group explain 

your world. People who buy into this feel they live in a post race world where race no 

longer matters. What Silva poses a significant question, “How is it possible to have this 

tremendous degree of racial inequality in a country where most whites claim that race is 
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no longer relevant? More important, how do whites explain the apparent contradiction 

between their professed color blindness and the United States’ color-coded inequality? 

(Bonilla-Silva, 2007, p. 92). Silva suggests that the answer lies in powerful explanations 

that are nothing more than skewed justifications of how they want the world to be. At its 

base, forms of white privilege are normalized (Collins, 2007). This explanation rings true 

in the experience Callie reported. She observed a professor who enthusiastically helped 

her white counterparts but without any zest or zeal, answered questions posed by black 

students in very short and non-elaborate ways. 

  In the case of the remaining participants who saw no problems with race on 

campus, I wanted to glean greater insight on whether a colorblind ideology is being 

exercised. Contrarily, could it be an example of a university that has created a color-free 

zone, or is it an example of the participants denying their racial identity to achieve an 

educational goal? With the three university participants suggesting observance of residual 

vestiges of prejudice and discriminatory practices, my concern is how to construct the 

teachable moment this situation deserves. I feel further discussion that promotes a 

healthier awareness on the part of students is warranted.      

Schlossberg’s Transition Theory 

        This body of knowledge addresses the how and why questions related to what 

happens when people change environments. The concept of change is neatly captured and 

explained through the use of four S’s: Situation, Self, Support, and Strategies. When 

applied to this study, Schlossberg’s theory provides a greater awareness of what the 

transfer student is going through and possible resources at her disposal.  As a student 
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engaged in being successful, it measures spheres of knowledge and the basic decision of 

how to fit in to the new environment. Early assessments are made of whether there is or 

will be a good fit. This may be determined by a student’s ability to make friends or find 

meaningful inclusion in a class, club or organization on campus. As the participants 

reported a good fit with the university, their chances of doing well and persisting to 

graduation increased as well. The four S’s can be used by university officials to gage 

interest of students in programming and services  The topic of support was of particular 

interest and featured a wide variety of ways people help educational pursuits.  

Sedlacek’s Non-Cognitive Variables Predicting Academic Success by Race 

        After a cursory review of the findings of this study, I wanted to locate a national 

review of non-academic variables that were associated with African-American students. 

This study although dated, identified that a disparity existed between the persistence of 

white and minority students. From this data, which was largely based on deficiency 

models of research, Sedlacek chose to identify a different set of variables that would 

address the success of African-American students. I was drawn to the emphasis and 

assumption placed African-American success. Sedlacek found seven variables to be 

significant. They are: 1) Positive self-concept, 2) Realistic self-appraisal, 3) 

Understanding of and ability to deal with racism, 4) Preference of long-range goals over 

more immediate short-term needs, 5) Availability of a strong support person, 6) 

Successful leadership experiences, and 7) Demonstrated community service. In various 

configurations to the characteristics, most of the participants in this study were found to 
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possess the exact characteristics. There were no questions in my study that addressed the 

issue of community service. 

            The inclusion of these three lenses allowed for greater insight of the participant 

responses. 

Implications 

             The following section is constructed with information gathered from the 

participants in this study. It lends a collective wisdom from the voices of those who will 

benefit the most by educational leaders becoming informed, innovative, and dedicated to 

raising the bar of results. Embedded in this wisdom is an urgency to collect data that is 

virtually missing from the literary platform of inquiry. Adequately addressing the 

challenges of African-American female transfer students offers the potential for a 

positive trajectory and sustainable pipeline of deserving students. 

            One of the many areas highlighted throughout the discussion that begs for 

attention is the development of a strong relationship between the community college and 

the four-year institution. A history that was based on a segregated past and a competition 

for the same students, now features a more collaborative tone. Local educators must see 

the ties that bind and seize the opportunity to create a solid pipeline into a very bright 

future. When good relationships are fostered, the entire community stands ready to 

benefit. Strong relationships are not built by sparse contact over an annual meal but rather 

by focusing on establishing bridge programs that can adequately transition students over 

a period of time. 
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            Much evidence was rendered in the comments of advisors and students alike, that 

the creation of a Transfer Student Task Force is both timely and necessary. This could be 

seen by administrators as a capacity building exercise but also offers greater advantage 

by allowing university decisions to be data-driven and reflective of the population it was 

designed to serve. Students in the study reported feeling like second-class citizens whose 

needs were neither known, understood, or addressed. This group could also address the 

lack of satisfaction with the current transfer student orientation. 

           Despite most students feeling satisfied with the racial climate on campus, there 

still remains an air of discomfort in the minority communities. Such feelings can limit the 

healthy exchange of ideas, funding opportunities, and the educational development of 

disadvantaged youth. Attention would well be served by instituting a good neighbor 

campaign to reduce the level of prejudice and discriminatory practices. Choosing to 

sponsor activities in the community that present the university in a unifying manner could 

include: deliberately structuring programs that cater to the interest of older citizens. and 

establish a learning community of educators that cross racial and ethnic lines. It would be 

very beneficial for the institution to assume a leadership role in promoting an atmosphere 

that was inclusive. 

            Addressing such issues would send a clear message in the community, and among 

the student body that this is a place keeping true to its mission of serving the entire 

region.  
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The following chart summarizes in greater detail the note that research, policy and 

program development would contribute to effectively addressing the implications 

identified in this section. 

TABLE 6: IMPLICATIONS  

Implications  Research  Policy  Program 

Development  

Update 

theoretical 

platforms of 

inquiry  

Conduct more 

qualitative 

(ethnographic) 

research and theory 

development  

Develop more 

awareness at 

the government 

and community 

levels.  

Extend current 

student success 

programming to 

include Transfer 

Students  

Collaboration 

through 

institutional 

relationship 

building  

Develop more studies 

on transitioning 

university 

relationships from  

competitive to 

collaborative ones  

Coordinate 

leadership 

efforts from 

Board of 

Regents (BoR) 

that align 

requirements  

*Develop 

Interdisciplinary 

teaching 

* Create cross-

institutional 

collaboration 

activities to support 

Transfer Student 

success  

Capacity 

building for 

university faculty 

and staff  

Develop more research 

that establishes best 

practices at the 

national, regional and 

state levels  

Mandate 

Professional 

Development 

training for 

Transfer 

Student success 

at multiple  

Establish annual 

training for faculty 

and staff that secures 

best practices as next 

practices  

Data-driven 

decision making  
Collect and maintain 

data related to success 

of Transfer Students  

Increase 

awareness and 

resources to 

support 

Transfer 

Student  

success  

Coordinate data with 

all university units  

that work with 

Transfer Students  
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TABLE 6 (continued) 

 

Evaluate Campus 

Climate  
Create a campus 

climate survey to 

address issues 

related to Transfer 

Students  

Disseminate results 

of campus climate 

survey to 

educational and 

community 

stakeholders  

*Create a Transfer 

Student Task 

Force 
* Implement 

Inclusive 

Programming  

Recommendations for Future Research 

      As a result of information gained from this study, six recommendations worthy of 

future scrutiny emerged. First, and perhaps most elementary of them all, would be to 

construct a national data-driven model that identifies the importance of transfer students 

to all institutional settings. Leading with the most common strengths could potentially 

highlight things such as the percentage of total graduates each semester who rank among 

transfer student status; to the university’s greatest levels of racial, ethnic, and socio-

economic diversity being sponsored by this group. This responsibility could be easily 

assumed by the National Center for the Study of Transfer Students, located on the 

campus of the University of North Texas.  

  Second, although this study found no significant disadvantages or assets being 

extended by the female dominance of enrollment, additional investigation could lead to 

new discoveries of establishing personal agency and the university leadership could be 

heralded as being transparent and accountable for positively addressing the concerns of 

its leading constituent group. Further studies could translate into creative dialogues on 

issues of female empowerment and an exploration of common barriers that might prevent 

persistence, could proactively be addressed. 
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           The third area of proposed future research involves the issue of race. As was 

presented in this study, the challenge of understanding the role that age plays in finding 

significance will be of great concern. Of increased value will be the identification of 

patterns involving subsequent forms of discriminatory practices. Troubling from this 

study was the replacement of race with the student status-transfer student. To determine if 

early levels of multicultural interaction will eliminate this issue for some and not for 

others, has the potential to further divide key sections of the university community. 

           Fourth, to accommodate all institutional concerns sponsored in full detail from 

research question number two, I propose the creation of a national task force to be 

established with the goal of engineering the publication of a White Paper highlighting a 

range of pertinent information. Additionally, this information is to provide insight of best 

practices and general guidance/guidelines for serving transfer student populations. The 

collection of such valuable information could serve local institutions and student 

constituents.  

           Fifth, to charter a local chapter of Tau Sigma Fraternity which is designed to 

honor and gather high-achieving students who transfer from a community college to the 

four-year institution (Colquitt, 2003), and make them a integral contributor to the 

activities on campus.  This group should have as its goal of developing pride and should 

extend responsibility for its members to become mentors for in-coming transfer students. 

Additionally, this student organization should work closely with the student government 

association and with the administration to actively recruit new transfers. 
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          Finally, educational leaders should be challenged to enlarge the scope of this study 

to include a national audience that addresses the individual and institutional factors 

associated with persistence of African-American female transfer students.  Specifically 

desired is the creation of   a clear roadmap of achieving academic success. 

 Create a Transfer Student Task Force that is charged with monitoring all aspects 

of campus dynamics  

 Charter a chapter of Tau Sigma National Honor Society of Transfer Students  

 Issue proactive support to a chosen national organization that will warehouse and 

coordinate content, research and strategic data  

 Establish a female leadership lecture series that incorporates content on 

empowerment 

 Construct a campus climate survey that identifies hot bed areas of concern 

 Enlarge the scope of this study to include a national audience highlighting a range 

of pertinent information.  Content posted in a series of White Papers. 

Limitations 

          Limitations are inherent to every form of research methodology and the case study 

approach is no different.  This study in particular had a few limitations which included a 

small sample size and by extension limited variation in race, gender, and socioeconomic 

status. In total, these limitations affect the overall generalizability of the study to larger 

groups of similar students and faculty members. 
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The first limitation of sample size is a typical limitation that is commonly 

experienced with the case study approach. Given that the study included only nine 

participants overall, six of whom were students and three of whom were faculty 

members, the findings from this study cannot be generalized. The case study 

methodology, though lacking in breadth, is able to capture the depth necessary to more 

comprehensively examine the construct of persistence. As such, the richness of 

information gathered by using the more in depth case study approach might not have 

been achieved if using a larger more representative sample.  

Similarly, the homogeneity of the participant characteristics also limits the overall 

generalizability as all of the students participants self-identified as African American and 

female. As is typically the case with generalizability, the findings of this study are less 

applicable to the larger population of African Americans, females, transfer students, or 

faculty members as a whole. Qualitative researchers however understand that the use of 

this method of inquiry involves deeper discovery which may well be compromised by 

utilizing a larger sample size. Using this methodology then is more about gaining 

perspective that can ultimately be valuable to theory building and construct clarification.   

Conclusion 

           To sum up my intentions for this treatise, I wish to conclude by paying homage to 

a candle, a light bulb, and an African proverb. Each is tasked with becoming a metaphor 

of distinction that parallels the journey of discovery and the embrace of future relevance. 

Collectively their stories share in the development of knowledge and the transition to a 

better way of meeting human needs. As you will see, such is the path of African-
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American female transfer students in telling their story and hoping to gain the attention 

and momentum to persist in academic settings. 

   I begin with the candle. Nestled in the history of how light was introduced, Gary 

Zukav (1998) posited in his seminal work, The Seat of the Soul, how man at the dawn of 

civilization was obsessed with the illumination of night. This quest caused the collision of 

fire, wicks and wax to give birth to the concept of candles. For years the candle was 

celebrated and hailed as man’s victory weapon in conquering darkness. As the years 

passed and innovative minds attempted to refine, perfect and advance the candle, 

someone stumbled on a new theory of connecting filaments and grounding electrical 

charges. Electricity was born. Although this was welcomed as a major breakthrough, it 

did not make candles bad or inferior; rather it just made electricity a more efficient means 

of canceling darkness. 

           The history of illumination parallels the history of persistence told in chapter 

two’s review of the literature. The crude beginnings joined loosely the notions of who 

schools allowed entrance to and why students departed. Their answers catered to the 

population being served and did not entertain any special concerns for others. Shifts in 

the profile of students at the university caused new theorists to slightly alter their 

approach to meeting the needs of their campus populations. The influx of others caused 

the myth of the single theory to be re-framed and new light to illuminate student 

dynamics never seen before now. Just as in the case of the light bulb, the new theories did 

not make the original explanations bad, the new theories just afforded new streams of 
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consciousness and different angles of understanding. As is with the advent of any 

wholesale change, challenges emerge that question the source of new knowledge. 

           I wish to end this study with an African proverb, “Until the lion writes his own 

story, the tale of the hunt shall always glorify the hunter.” This sums up the reason why I 

explored this topic from a perspective of strength and chose to dedicate the inquiry to 

focus on the counter-narrative of why some in the face of adversity, have managed to 

persist. Equally as important, is why other educators must be challenged to join in the 

quest to better serve the growing population of transfer students in general and African-

American female transfer students, in particular. 
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Appendix A 

 
KENNA MORGAN FRANKLIN 

3216 BLANCHARD ROAD, SHREVEPORT, LA 71103 

318-797-5084 office 

Email – kfrankli@lsus.edu 

 

March 29, 2012 

 

Dear Transfer Student: 

 

       I would like to inform you about a study being conducted on the campus of 

Louisiana State University in Shreveport this Spring 2012 semester. I would also like to 

invite you to participate in this research study which will focus on African-American 

female transfer students. By design, this study seeks to capture the perceived factors that 

African-American female transfer students attribute their academic success. 

     If  you transferred to LSUS during the Fall 2009 semester from a community college, 

have less than twenty credit hours left to graduate, are African-American and female, you 

are eligible to participate in this study. In order to participate in this study, you will need 

to reply by affirming your interest to this email by Thursday, April 5, 2012. Each reply of 

interest will be assigned a four-digit number and placed in a secure location awaiting the 

random drawing of official participants. Each participant will be asked to select a 

pseudonym that will be used for the duration of the study. 

       The total time commitment of participation is less than two hours over a three week 

period and includes a 15-30 minute session announcing interest and sign-up in the study, 

a 45-60 minute interview consisting of one-on-one semi-structured questions that will 

allow me to learn about your experiences at both the community college you transferred 

from and your matriculation at LSUS, and a 30 minute session engaging in the process of 

member checking. This process occurs after the interview has been transcribed and 

evaluated for accuracy.  All interviews will be digitally recorded, transcribed and 

analyzed under the highest professional standards that ensure participant confidentiality. 

       If you are interested in participating in this study, please reply to this email on or 

before April 5, 2012.  Please direct any additional questions or concerns to me at 

kfrankli@lsus.edu or (318) 797-5084, or my advisor Dr. John Roueche at 

roueche@mail.utexas.edu. 

 

Sincerely, 

Kenna M. Franklin, Doctoral Candidate 

The University of Texas- Austin 

College of Education 

Department of Educational Administration   

 

  

mailto:kfrankli@lsus.edu
mailto:roueche@mail.utexas.edu
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Appendix B 

 

Dear Academic Advisor, 

 

 I would like to inform you about a study being conducted on the campus of 

Louisiana State University in Shreveport this Spring 2012 semester. I would also like to 

invite you to participate in this research study which will focus on African-American 

female transfer students. By design, this study seeks to capture the perceived factors to 

which African-American female transfer students attribute their academic success. In an 

effort to contextualize the findings, the study wishes to also add the voices of university 

personnel in its quest to discover what influence the college environment can have on 

their success. 

 

 As a departmental academic advisor who has been assigned several advisees who 

possess transfer student status, you are being invited to participate in this study. In order 

to participate, you will need to reply to this email within a five day time frame stating 

your interest. Each reply of interest will be assigned a four digit number and placed in a 

secure location awaiting the random drawing of official participants. Each participant will 

be asked to select a pseudonym that will be used for the duration of the study. 

 

 The total time commitment of participation is estimated to be less than two hours 

over no more than a two week period and includes: a 15-30 minute session announcing 

interest and sign-up in the study, 45-60 minute interview consisting of one on one semi-

structured questions that will allow me to learn about your interactions with African-

American transfer students; and a 30 minute session engaging in the process of member 

checking. The goal of this process is to review the transcript of your interview to evaluate 

for accuracy. All interviews will be digitally recorded, transcribed and analyzed under the 

highest professional standards that ensure participant confidentiality. 

 

 If you are interested in participating in this study, please reply to this email on or 

before April 10, 2012. Please direct any additional questions or concerns to me at 

kfrankli@lsus.edu or (318) 797-5084 or to my advisor, Dr. John Roueche at 

roueche@mail.utexas.edu. 

 

Sincerely, 

Kenna M. Franklin, Doctoral 

Candidate 

The University of Texas at Austin 

College of Education 

Department of Educational 

Administration 

 

  

mailto:kfrankli@lsus.edu
mailto:roueche@mail.utexas.edu
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Appendix C 

CONSENT FORM  

 

Title: Case Study of Persistence by African-American Female Transfer Students from 

Two-Year to Four-Year Institutions of Higher Education 

 

Conducted By: Kenna Franklin, Doctoral Candidate 

The University of Texas-Austin 

(318)797-5084 

 

Introduction: You are being invited to participate in a research study of African-

American female transfer students. This form provides information that will aid you in 

making a decision regarding participation. The Principal Investigator (PI) will entertain 

all questions and/or comments that may aid in your decision. Your participation is 

entirely voluntary and may be interrupted at any time without you suffering negative 

repercussions. 

 

The purpose of this study is to acquire greater clarity and identify from the voice and 

vantage point of both African-American female transfer students and 

administrative/university personnel, the factors perceived to enhance student persistence. 

There will be approximately nine participants in total: six African-American female 

transfer students, one university administrator and two advisors. There are three research 

questions guiding this study. They are: 

4. What are the perceived factors that contribute to the persistence of African-

American female transfer students? 

5. How is the college environment perceived to influence the success of African-

American female transfer students? 

6. How are the factors of race, gender, financial resources, and levels of parental 

education thought to influence the persistence of African-American female 

transfer students? 

 

What will you be asked to do? 

If you agree to participate in this study, you will be asked to: 

 Reply through email to a Letter to Potential Participants, declaring interest 

 Allow Kenna Franklin to interview you 

 Allow your participation to be audio recorded 

 

The total time commitment of participation is two hours over a three week period and 

includes: 

 15-30 minute session replying to emailed Letter to Potential Participants and 

reviewing this form with the researcher 

 45-60 audio-recorded minute interview 
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 30 minutes engaging in the process of member checking. This process occurs 

after the interview has been transcribed. The goal of this process is to ensure that 

your information is in no way misinterpreted. As a participant you are asked to 

review the transcript of your interview to evaluate for accuracy.  

 

Risks: 

 There are no foreseeable risks to participating in this study. 

 

Benefits: 

 There will be no direct benefit to participants in this study. 

 However, you will have the opportunity to reflect on your educational 

experiences. 

 You will contribute to the development of new knowledge about student 

persistence. 

 

Compensation: 

 There is no compensation for participation in this study. 

 

Confidentiality and Privacy Protections: 

 No one other than the investigators will know that you are involved in this study. 

 Each participant will be assigned a four-digit number/pseudonym. 

 

If you choose to participate in this study, you will be audio-recorded. Any audio 

recordings will be stored in a locked office, inside a locked file cabinet and only the PI 

will have access to the recordings. The recordings will be labeled with a pseudonym and 

destroyed after they are transcribed and coded. 

 

Your signature below indicates that this research study has been explained to you, 

questions and comments answered/addressed. For any additional concerns prior, during 

or after your participation, you may contact me at kfrankli@lsus.edu or (318)797-5084, 

or my advisor, Dr. John E. Roueche at roueche@mail.utexas.edu. 

 

For questions about your rights or any dissatisfaction with any part of this study, you can 

connect anonymously, if you wish, to the Institutional Review Board by phone at 

(512)471-8871 or email the board at orsc@uts.cc.utexas.edu. 

 

____________________________________ ______________________________ 

Participant’s Name      Date 

    

____________________________________  

Signature of Participant     

 

 

mailto:kfrankli@lsus.edu
mailto:roueche@mail.utexas.edu
mailto:orsc@uts.cc.utexas.edu
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___________________________________ ________________________________ 

Investigator’s Name    Date 

 

____________________________________  

Signature of Investigator     

 

 

 

You will be given a copy of this information to keep for your records. 
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Appendix D 

Student Interview Protocol 

 

Introductory Questions 

 

Interview Questions 

3. Personal Data Summary 9. How old are you? 

10. What is your major? 

11. Are you employed? If yes, how many hours do you 

work in an academic week? 

12. Are you married? 

13. Do you have dependents? 

14. During your matriculation at the Community 

College, did you enroll in any remediation courses?  

Math ____  

English _____ 

15. Have you ever enrolled on a part-time basis? 

16. Do you hold any membership or leadership roles in 

any clubs or organizations on campus? 

 

4. Verify Institutional Data 5. From which Community College did you transfer? 

6. How many hours did you transfer in to LSUS? 

7. What was your GPA at the time of transfer? 

8. What is your current LSUS GPA? 

 

Research Questions 

 

Interview Questions 

4. What are the perceived 

factors that influence 

persistence in African-

American female transfer 

students? 

8. What are the factors that you think have influenced 

your persistence here at LSUS? 

9. What can you describe your method of becoming 

acclimated to this new school? 

10. How did you figure out where to go and who to see 

or to question? 

11. Did you experience transfer shock-which is defined 

by a drop in grade(s) or transfer ecstasy- an 

elevation of grade(s)? Explain. 

12. To what do you attribute your educational 

resilience?  Is there a defining moment that has had 

a significant impact on your educational resiliency? 

13. How would you describe your Locus of Control? 

Give a scenario reflecting external/internal 

examples and ask which adequately represents their 

choice. 
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14. Did you experience any negative stigma regarding 

your academic preparation from the community 

college you attended? 

 

5. How is the college 

environment perceived to 

influence the success of 

African-American female 

transfer students? 

7. How would you evaluate the campus climate at 

LSUS? 

8. What is LSUS’s reputation in the community? 

9. What was the most memorable event or activity 

that the university sponsored that made you feel 

welcome? 

10. Would you say you were ever fearful of failing or 

leaving this institution?  If yes, why? 

11. Do you feel comfortable asking for help? Do you 

know where to go when you need help? 

12. Do you have a university affiliated mentor? 

 

6. How are the factors of race, 

gender, financial resources 

and levels of parental 

education thought to  

influence the persistence of 

African-American female 

transfer students? 

 

5. Did the racial make-up of LSUS impact your 

decision to transfer to the school? 

6. Female students make up approximately ___ 

percent of the student population at LSUS?  How 

does that percentage affect your academic 

persistence? 

7. Have you ever qualified for and received financial 

assistance for college? If yes, in your opinion, were 

the funds distributed equitably? 

8. What is your parent(s) educational level? ___ High 

School ____ Some College _____ College 

Graduate  

Did your parents instill in you the value of higher 

education? 

 

Wrap Up Questions 

 

 

 

 

 

 

 

 

 

 

4. If you had an opportunity to talk with the President 

of this institution, what would you want him to 

know about your transfer experience and the time 

you spent at LSUS? 

5. As you stand in this moment of time, less than 

twenty (20) credit hours away from graduation, 

what advice would you give a community college 

student preparing to transfer to LSUS? 

6. Are there any additional comments or concerns? 
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Appendix E 

University Personnel Interview Protocol 

 

Personal Data Summary                      

 

5. How long have you worked in higher education? 

6. How long have you been employed at this 

institution? 

7. In what capacity do you presently serve this 

institution? 

8. What is the best service offered to LSUS students? 

 

Research Question 2 

How is the college 

environment perceived to 

influence the success of 

African-American female 

transfer students? 

 

9. How would you evaluate the campus climate at 

LSUS? 

10. How would you describe the problem of student 

retention at LSUS? 

11. How would you describe LSUS’s reputation in the 

minority community? What is this based on? 

12. What is being done by the institution to ameliorate 

the issues why students leave? 

13. How effective are the programs or strategies which 

are being used? 

14. With a focus on continuous improvement, what 

other programs or strategies may be worth 

considering? 

15. Is there existing evidence that there is significant 

support on campus to do something about the issue 

of student persistence/retention? Such as? 

16. Does the organization truly understand the 

institutional change process? 

 

Wrap Up Questions                                    4. If you had an opportunity to serve on an 

administrative team that was challenged to revamp 

the university’s efforts to enhance student 

persistence/retention, what would you propose? 

5. What do you perceive is the most memorable event 

or activity the university sponsored/sponsors that 

makes African-American transfer students feel 

welcomed? 

6. Are there any additional comments or concerns? 
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