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ABSTRACT

The Class of 1990: A Longitudinal Study of a Freshman Cohort at
Texas A&M University-Kingsville. (May 2005)
Susan Dollar, B.S., West Texas State University;
M.Ed., West Texas State University

Chair of Advisory Committee: Dr. D. Stanley Carpenter

Extensive research has been conducted on college student retention and
graduation and many studies have found certain characteristics to be predictive of
successful completion of college. However, few studies have focused on a target
population which is primarily Hispanic.

This study examined the 1990 entering freshmen class of students at Texas A&M
University-Kingsville (TAMUK), of which more than 68% were Hispanic. An attempt
was made to examine characteristics that would predict success, defined as graduation
from TAMUK. Data derived from institutional records and the Texas Higher Education
Coordinating Board were examined using descriptive statistics and stepwise multiple
logistic regression.

Pre-college characteristics studied included age, gender, ethnicity, marital status,
high school GPA (Grade Point Average), high school class rank, high school of origin,
county of origin, and American College Test (ACT) and the Scholastic Assessment Test
(SAT) scores. In-college characteristics studied included residency status, admission

status, enrollment status, number of hours enrolled fall 1990, college major, the Texas
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Academic Skills Program (TASP) scores, developmental courses, semester GPA’s,
academic standing, and finally, attrition, transfer or graduation status.

The fall 1990 entering students were evenly divided between males (53.4%) and
females (46.6%), were young (79% were age 19 or less), single (91.4%), and Hispanic
(68.2%). Almost half (46%) of the students came from high schools within 50 miles of
Kingsville. The mean college entrance exam scores (ACT=16.76 and SAT=766) were
well below the national means of 21 and 999, respectively. Of the 1106 entering
freshmen, 307 (27.7%) graduated from TAMUK within the 10 years under study. An
additional 490 (44.3%) transferred to other state institutions, and 309 (27.9%) dropped
out of TAMUK and did not enroll in any other state college or university. The fall-to-
spring attrition rate was only 16.5%; however, the fall-to-fall attrition rate was 50.0% at
the end of the first year.

Stepwise multiple logistic regression (backward) analysis revealed that only high
school GPA and the ACT composite score were statistically significant predictors of

graduation.



DEDICATION

This dissertation is dedicated to the men in my life,
because of them,
in spite of them,

and for them.



ACKNOWLEDGMENTS

My deep appreciation is extended to Dr. Stan Carpenter, Dr. Bryan Cole, and
Texas A&M University for providing the opportunity to pursue professional and
personal growth through the Ph.D. in Higher Education Administration program.
Without their vision, commitment, encouragement, and fortitude, the cohort at Texas
A&M University-Kingsville would never have become a reality.

To Dr. Stan Carpenter, thank you for your continuous support and
encouragement. The “tough love” approach was very effective! I’ll always remember
that “There are two kinds of dissertations—perfect and complete. Go for complete.”
You were one of the few professors throughout my many years in school that challenged
me and made me believe that, I, too, had something to contribute to higher education.

To Dr. Bryan Cole, many, many thanks for the academically rigorous and
exciting courses that you taught. Until the first summer seminar that our cohort took, I
had no awareness of the spectrum of quality processes. Having experienced your classes
and worked with you through process improvement seminars, my whole approach to
management and leadership changed. Whether in the classroom or the boardroom, your
teachings and modeling permeate my work.

Thanks, too, to Dr. Christine A. Stanley and Dr. Gonzalo Garcia, who graciously
agreed to serve on my committee at the last moment. Dr. Garcia, thank you for your
insight and assistance with the statistical analysis. Dr. Stanley, thank you for your

comments, kindness, and moral support during the final months!

vi



Throughout the years, our cohorts—Randy, Susie, Dianne, Carol, Jorja, Mary,
Joe, Sandy, Erma and Ron—became fast friends. Without the camaraderie and the
competition, the love and the laughter, I never would have made it. For this, I thank you
all. During our residency, my road warrior buddy, Susie, made the endless drives to
College Station more than tolerable, and once on campus, my classmates and professors
made it all worthwhile. Experiences like boot camp and residency make one truly
appreciate the support of friends and family.

A special note of thanks to Dr. Big Al Tipton. It was a constant whining contest
for years, but I finally won out and Alan gave up the data. I will always be grateful to
you, Big Al, for putting up with me and for coming through. Another special thanks to
Dr. Nestor Sherman. Although you tried (in vain) to teach me statistics, I will always be
grateful for your enthusiastic and unwavering belief that someday, [ would “get it.”
Thank you for answering your phone, your faxes, and your e-mail when I needed you!
The assistance you provided on the data analysis was invaluable.

To Dr. Kay Clayton, for being such a wonderful mentor, boss, and friend, my
heartfelt appreciation and love. Without you, I would never have had the opportunity to
pursue this degree nor would I have had the confidence to undertake such an endeavor.
It was an honor and a pleasure to work for you and with you.

Long ago, when I was a freshman in college, my very first psychology professor
took an interest in my academic career and encouraged me to pursue either 1) the Army,
or 2) a Ph.D. Although I thought I had chosen the “easier” route, now I am not so sure!

But a sincere thank you goes to Dr. Thomas Cannon, teacher, a mentor, and a friend.

vii



viii

To my many friends, who over the years, listened to me moan and groan, kicked
me, picked me up, and held me close—the best times of my life (so far!) occurred with
you all during these past years. Lisa, Barbara, Jill, Sue and David, Wayne, Dale and
Nancy, Jacki and Pete, Steve and Tracy—thank you. I love and miss you all.

A huge thank you to my wonderful editor, Pam Rowe. Not only were you the
very best editor ever, you were a constant source of encouragement and assistance.
Thank you for all the many hours of hard work, the phone calls, e-mails, and faxes that
you waded through in order to help me complete this manuscript.

Joyce and Henry Bynum started off as my landlords and ended up as family to
me and my boys. Thank you for being the best friends and neighbors in the world. You
were always there for us and supported me all the way. The many nights you took care
of the boys, fed them, watched over them, and made us all feel like family will never be
forgotten.

My parents, Don and Jan Dollar, have always encouraged and supported my
lifelong educational pursuits, and for that, I am most grateful. Being the first in my
family to obtain a college degree was a significant milestone for the whole family and
my parents were proud to see their first-born succeed.

To my best friend and partner, Scott—I love you and thank you for making it
possible for me to finally finish this degree. Your never-ending support and sympathetic
ear have made these last few months of writing so much more bearable. I am looking
forward to our uninterrupted evenings on the deck, watching the sun sink, instead of

watching the printer print.



X

And finally, to my three sons, Matthew, Derek, and Braden—it seems like we
have been in school all our lives! Thank you for being the wonderful, independent, kind
and caring kids that you are. I know there were many things we missed along the way
and many times that were tough for everyone. Thank you for your encouragement and
love and for believing that we could all get through this. Thank you, too, for picking up
the slack and learning to take care of yourselves. You have all grown up to be fine
young men, and I am very proud of you. I love you guys. And now that I am

finished . . . one down, three to go!



TABLE OF CONTENTS

Page

ABSTRACT ...ttt ettt ettt e et e e ateeeae e s tbeetaeeabeebeaesseenseeenseans il

DEDICATION ...ttt ettt ettt ettt ettt et e e e te e eabeeeveesaseeseeesseeseesaseensseeaseesseans v

ACKNOWLEDGMENTS ... oottt ettt et e ve et eve e reeebeeseaeeraen vi

TABLE OF CONTENTS ...ttt ettt e ve et eae e eaeeva e X

LIST OF TABLES ...ttt ettt ettt ettt ebeeeaaeeaveessaeenneas xii
CHAPTER

I INTRODUCTION ...ttt ettt e ve e 1

Statement of the Problem.............ccooooiiiiiiiiiiiiecce e 4

Purpose of the StUAY .......eeeiiiiiiiieee e 7

Research QUESTIONS ......c..viiiiiiiiiiii ettt 8

Operational DefiNitionS ........c.ccoiieeiierieeiiieiieeie ettt eeeeebe e e 8

LIMITAtIONS ....vviiiiiiiiie ettt e et e e et e e e etaa e e e eeareeeeeearaeaeeas 10

Significance of the STUAY ......coovvieiiiiiieiieiece e 11

I REVIEW OF THE LITERATURE ........ccooviiiiiiieeeeeeeeeeee e 14

General Theories of Student Persistence.........c..cecvveeevveeeiieeeciieceiee e 14

[T MethOdOLOZY .....veeieiieiiiie ettt e e e 96

Research QUESTIONS.........ccviieeiiieciiee et e 97

POPUIALION.....ooiiiiiiiie e e 98

INStrUMENtaAtiON.....cccuiiiiiiieeiieeecece e e e 98

PrOCEAUIC.......eiiiiiceeeee et 98

Data ANALYSIS ...oeeveeeiieiiecie ettt et sae e seneenraens 100



CHAPTER Page

IV RESULTS oottt ettt et et b et eane s 102
Research Question 1: Who Were the Freshmen Class of 19907............... 102
Number by EthniCity .....ccooovviieiieiieciicieeeeece e 102
AR ettt ettt ettt e s s 103
IMaATTtal STALUS ..o..evieeiiieciee ettt e e e s 103
High School GPA ........ooii e 105
High School Class Rank...........ccccoeeiieiiiiniiiiiieiieiece e 106
High School of Origin ........coccevuieiiiiiniiieniieeeeeseeeeee e 107
CoUNtY OF OTIZIN c..eviieiiieeiiie ettt s e e st e e saeeesnseeesneeenes 109
ReSIAENCY StAtUS ....ooviiiiiiiiiiiiieec e 111
ACT SCOTES ..vieeviieeiiie ettt ettt e et e et e et e e sbee e e sbeeessaeeessaeeeaseeesneens 111
SAT SCOTES...eeiieiiiiieeeiiiieeeetee e et ee e e stee e e et e e e estbaeeeesasaaesesssaeeeeanssaaaaans 113
AdMISSION SEALUS ...eeviiiiiieiieeii ettt ettt ebeeseeebeesaaeesbeessneensaens 119
Enrollment Status .........coeeiiiiieiiiieciecce e 122
Number of Hours Enrolled Fall 1990..........cccccooviiiiiiniiiiiiiieieeeeee 124
COlIEEZE MAJOT.....eniiiiiiieiieeitee ettt sttt 126
TASP SCOTES ..evieeiiiieeee ettt ettt e et eesbeeesaeeenes 129
Developmental COUTSES.........coviriiriiriirieiieieeeteniese e 134
Research Question 2: What Happened to the First Year Students Who

Entered TAMUK in the Fall of 19907 .........coooiiiiiiiiieeceeee e 139
First Semester GPA .........oooiiiie e 139
FIrst YEar GPA ...ttt e saneaen 139
Academic Standing ..........cceeevieiieiiiieiieeie e era e 142
Retention and Graduation Rates...........ccceeeviieeiiiieeiiiiciie e 144
GIaQUALES......eooviieiieeiie ettt ettt e et e et e stbeeaeeeebeesbeeesseesseeenseenseaans 145
I 1 0 ES ] £ £SO 154
Transfer STUAENLS. .......ccviiiiieiieiecieee e et 154

Research Question 3. What Pre- and In-College Characteristics Appear
to Contribute to the Completion of College for the TAMUK

POpulation?.........ccueiiiiiiie e 164

Key FINAINGS ..ottt e 171

V. CONCLUSIONS AND RECOMMENDATIONS .....ccceoviiieieeieeieeeee. 175
Summary of FINAINGS........cooviiiiiiiieiiiecieeeeeee e 176

Discussion and IMplications ............cocueerieriiienieeiiienie e 178
RecommEeNdations..........ccuieiieriieiiieiieeieeeee ettt 180
Recommendations for Future Research............cocooiiiiiniiiiniiiee 185
REFERENCES ... oottt ettt sttt et e e nee s eaeeneenneens 190



TABLE

10

11

12

13

14

15

Xii

LIST OF TABLES
Page
Mean ACT Composite Score by Ethnicity, 1990..........cccceveriininiinienene 64
Mean SAT Scores by Ethnicity, 1990-91........c.cccocevviniiniiiiniineniceeee 65
College Enrollment Rates of High School Completers, Ages 16-24,
Enrolled in College as of October of Each Year..........cccccoeevveeiieniieniiennnnnne, 70

Total Fall Enrollment in Institutions of Higher Education, by Numbers..... 70
Bachelor’s Degrees Conferred by Degree-Granting Institutions.................. 70

Total Number and Percent of Students Enrolled Fall 1990 as Entering
Freshmen by Ethnicity and Gender..........c.ccooceeveniininiinininiineencneees 103

Number and Percent of Fall 1990 Entering Freshmen by Age,
Ethnicity, and Gender...........cccooviiiiieiiiiiiieieecie e 104

Number and Percent of Fall 1990 Entering Freshman by Marital
Status, Ethnicity, and Gender ..............cocoeviieiiiniiiiieneeeeeee e 104

Number and Percent of Fall 1990 Entering Freshmen by Self-Reported
HS GPA, Ethnicity, and Gender.............cccvevviieiieriieiienieceeeie e 105

Number and Percent of Fall 1990 Entering Freshman by Self-
Reported High School Rank, Ethnicity, and Gender ...........cccccoovenernenee. 107

Number and Percent of Fall 1990 Entering Freshmen by High School
of Origin, Ethnicity, and Gender..............ccoceevuieriieiiienieeieeie e 108

Number and Percent of Fall 1990 Entering Freshman by County of
Origin, Ethnicity, and Gender ............cccceeviniininiiiniiniiiccccneecee 110

Number and Percent of Fall 1990 Entering Freshmen by Residency
Status, Ethnicity, and Gender............c.cccveriieviienieeiienieeieeeeee e 112

Mean ACT Composite Scores of Fall 1990 Entering Freshmen by
Ethnicity and Gender...........cceeeiiieiiiieiiieeieecee e 112

Mean ACT Verbal Scores of Fall 1990 Entering Freshmen by
Ethnicity and Gender............ccceeoiiiiieiiiieieiieeeee e 114



Xiii

TABLE Page

16 Mean ACT Math Scores of Fall 1990 Entering Freshmen by Ethnicity

ANA GENALT ..ottt 115
17 Mean SAT Verbal Scores of Fall 1990 Entering Freshmen by Ethnicity

ANA GENALT ...ttt 116
18 Mean SAT Quantitative Scores of Fall 1990 Entering Freshmen by

Ethnicity and Gender............cccueeiiiiiiieiiieiiieieece e 118
19 Number and Percent of Fall 1990 Entering Freshmen by Admission

Status, Ethnicity, and Gender..............cocoeiiieiiiniiiiieeceee e 121
20 Number and Percent of Fall 1990 Entering Freshmen by Enrollment

Status, Ethnicity, and Gender............c.ccceeviieriierieeiienie e 123
21 Mean Number of Hours Enrolled During First Semester for Full-Time

Fall 1990 Entering Freshmen by Ethnicity and Gender...........c.cccccocneee. 125
22 College Major Upon Entry of Fall 1990 Entering Freshmen by

Ethnicity and Gender............cccueeviiiiiieiiieiiieieecee et 127
23 Mean TASP Reading Scores of Fall 1990 Entering Freshmen by

Gender and EthNiCity.......c.coveviriiiniiiiiiiiccccccececeee e 130
24 Mean TASP Writing Scores of Fall 1990 Entering Freshmen by

Ethnicity and Gender............cccueeeiiiiiieiiieeiieieece et 132
25 Mean TASP Math Scores of Fall 1990 Entering Freshmen by Ethnicity

ANA GENAET ...ttt 133
26 Number and Percent of Developmental Reading Courses Taken by

Fall 1990 Entering Freshmen by Ethnicity and Gender ..............ccccu....... 136
27 Number and Percent of Developmental Writing Courses Taken by Fall

1990 Entering Freshmen by Ethnicity and Gender ...........cccccoceevenicneenens 136
28 Number and Percent of Developmental Math Courses Taken by Fall

1990 Entering Freshmen by Ethnicity and Gender ............c.cccceeeveenveennenn. 137



X1V

TABLE Page

29 First Semester (Fall 1990) Mean Cumulative College GPA of Full-

Time Fall 1990 Entering Freshmen...........ccccooeviveiiiiiiniiiinieeieenie e 140
30 First Year (Spring 1991) Mean Cumulative College GPA (Full-Time

SHUACIES ) ..ttt ettt et e 141
31 Mean Number of Semesters of Enrollment, Scholastic Probation, and

Enforced Withdrawal of Fall 1990 Entering Freshmen by Ethnicity

ANA GENAET ...ttt sttt st et 143
32 Retention and Graduation Rates of Fall 1990 Entering Freshmen by

SEIMESTET ...ttt sttt et 146
33 Number and Percent of Fall 1990 Entering Freshmen Who Graduated

from TAMUK with Bachelor Degrees by Semester, Ethnicity, and

GONAET ..ttt et 149
34 Summary Characteristics of Graduates from Fall 1990 Entering

Freshmen by Ethnicity and Gender..........c..cooceevieniininiinincniineccnecees 150
35 Number and Percent of Fall 1990 Entering Freshmen Who Graduated

with Bachelor’s Degrees Between Fall 1990-Summer 2000 by College... 152
36 Number of Students by Major Upon Entry and Upon Graduation ............ 153
37 Summary Characteristics of Non-Persisters from Fall 1990 Entering

Freshmen by Ethnicity and Gender..........c..ccoceeveniininiinineniicnecncecee. 155
38 Summary Characteristics of Transfer Students from Fall 1990 Entering

Freshmen by Ethnicity and Gender...........cccceevieriieiieniiieiecieeeecieeiens 156
39 Number of Semesters of Attendance by Transfers to State Community

and JUNIOT COLIEEES ...ccuveeueiiiiiiiiiieeeetee ettt 158
40 Number of Semesters of Attendance by Transfers to State Universities ... 159
41 Number and Percent of Transfer Students Who Graduated from State

Community and Junior Colleges, 1990-2000, by School, Ethnicity,

Gender, and AWAId .......ooovvvvviiiiiieieeeee e 162
42 Number and Percent of Transfer Students Who Graduated with

Bachelor Degrees from State Universities, 1990-2000, by School,
Ethnicity and Gender...........ccceecviieiiiieiiieeeecee e 163



TABLE

43

44

45

46

47

48

49

50

51

XV

Page
Case Processing SUMMATY .......ccceeeeruiiiienienenienieeneeeeneeie et ere e saeens 165
DeSCIIPtIVE SEAtISTICS ..eouveueiiieiieiierieeiertesie ettt 166
Variables in the EQUation ...........ccccooeeiiriiniiiiniiiccceeceeceeeen 166
Classification Table Step 0........cccceveriirieiiniiniienicecceee e 167
Classification Table Step 1.......cocvvieriinieiinienieccece e 168
Model if Term Removed........ccccoceriiniiiiiiiiieieiienececececceeeseeee 168
MoOdel SUMMATY ..c..eoviiiiriiiiieiceeeeeeeee et 169
Omnibus Test of Model Coefficients..........cccecverieiiriiinieniniinienenicnene 170

ACT Scores and the Percent of Graduates ........oovvuuuueeeeeeeeeeeeiieeeeeeeeeeeeeennnn 172



CHAPTER1

INTRODUCTION

Recruitment, Retention, Attrition, Graduation—the cornerstones of higher
education. Stagnant enrollments and declining graduation rates due to lower numbers of
high school graduates in the 1980’s affected colleges and universities large and small,
public and private. Although total enrollment in higher education increased by 66%
between 1970 and 1995, most of that growth reflects a dramatic increase in part-time
student enrollment, which has increased three times faster than full-time enrollment
(Higher education: The changing marketplace, 1997). Over the past two decades, more
attention has been focused on the problems of student retention and attrition, and
particularly minority retention and attrition. More students leave their universities than
stay to complete their degrees; of the 2.4 million students who entered higher education
in 1993, more than 1.1 million left before completing their degree ten years later, and
only six out of every ten students that enter a four-year university with the intention of
earning a bachelor’s degree achieved their goal within six years. (Carey, 2004; Tinto,
1993). A review of drop-out statistics by Lang and Ford (1992) found that attrition rates
were at an all-time high for students across the spectrum of the population and
participation in higher education was still lower for minorities and low income students

(Cuccaro-Alamin, 1996; Altbach, 1991; Carter & Wilson, 1991; Christoffel, 1986;
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Olivas, 1986b; Santos, 1986; Tracey & Sedlacek, 1984; Wells, 1989). These phenomena
have caused administrators of higher education to acknowledge the seriousness of
recruitment and retention efforts. Although not every decision to withdraw from a
university represents lost or wasted resources, a significant portion of attrition might be
reduced by timely and carefully planned intervention strategies by the institution. Those
interventions can be most effective if students with a high probability of dropping out
can be identified and targeted early in their college experience (Pascarella & Terenzini,
1980; Tinto, 1987). A review of the literature stresses the need for early identification
and intervention through counseling or other institutionally developed programs before
the departure decision has been made. A study at Kean College found that the majority
of students did not leave college as a result of academic dismissal; rather, the major self-
reported reasons for departure were personal or economic reasons. Additional studies of
122 colleges and universities found that retention was affected by high school grades,
admission test scores, parental socio-economic and educational levels, the availability of
financial aid, social integration into the school, and the frequency of informal contact
with faculty (Stapleford & Ray, 1996). Particularly for Hispanic students, the
importance of the family and the pressures they exerted were significant factors in
influencing decisions about whether to stay in school or go to work to help support the
family (Sanchez et al., 1992).

Astin (1977) suggests that in an era when most universities are strapped for
revenues, understanding and addressing retention issues may be more cost-effective than
recruitment. Institutions of higher education could benefit from expanding their scope of

retention activities and, at the same time, incur some savings in recruitment efforts to



replace those students (Lang & Ford, 1992; Witherspoon et al, 1999). In a review of
retention literature from 1890 to 1980, it was found that the rates of four-year degree
completion were around 45% of the entering students and have remained fairly stable
(Flores, 1989). At traditional, four-year universities, the graduation rate has remained
fairly steady over the past ten years (1992-2002) at 51%; the freshman-to-sophomore
retention rates have also remained fairly constant over the past fourteen years at 74%
(ACT, 2002). However, in their study, Davidson and Muse (1994) found that the
attrition rate was highest between the freshman and sophomore years. They also found
that out-of-state first year attrition was even more significant and that international
students progressed and graduated at levels above both in-state and out-of-state students.
Non-traditional students tend to show higher drop-out rates than traditional students
(Astin, 1977). Levitz and Noel (1989) conducted a study that revealed that one-third of
each year’s entering first year students do not re-enroll at the same institution after their
first year. Supporting this are research studies showing that retention rates have been
declining slightly since 1983, from 68% to slightly less than 67% in 1997 (Cravatta,
1997). Almost half of the students who enter a public college or university in Texas do
not graduate (Taking a Stand for Texas, 1996). Because operating revenue is, in large
part, enrollment-driven, losing students through attrition also has a financial impact upon
the institution (Manno, 1995). Attracting and retaining students are, therefore, critical

concerns in higher education for many reasons.



Statement of the Problem

Lower South Texas is the poorest and most rapidly growing area of the state
(Sharp, 1998). It is also one of the most densely populated Hispanic regions in the
United States. Texas A&M University-Kingsville (TAMUK) lies at the entrance to the
Rio Grande Valley in the city of Kingsville. The city has a population of approximately
25,000, is the county seat of Kleberg County, and is located 160 miles southeast of San
Antonio, forty miles southwest of Corpus Christi, and 120 miles north of Brownsville.

Texas A&M University-Kingsville had its origin in the Teacher College
movement that swept Texas in the early 1900’s. Shortly after its inception as South
Texas State Normal College in 1925, its role was expanded to embrace a wider array of
programs typically authorized for comprehensive universities. The historical expansion
of the university’s role is reflected in the change of its name to Texas College of Arts
and Industries in 1929 and to Texas A&I University in 1967, when it became the nucleus
of the University System of South Texas. In 1989, Texas A&I University became a part
of the Texas A&M University System. The name was once again changed in 1993 to
Texas A&M University-Kingsville. In 1995, TAMUK qualified as a “Border Serving
Institution” (BSI), meaning that, according to Section 54.060(b) of the Texas Education
Code, it can offer in-state tuition rates to a limited number of Mexican national students
(Higher Education Opportunities . . ., 1997). In 1992, if a college or university had at
least one-quarter of their enrollment classified as Hispanic and more than one-half of
their students came from low-income backgrounds, the federal government began

designating them as “Hispanic-Serving Institutions (HSI).” More than 240 higher



education institutions have received this designation, with 38 of them located in Texas
alone. Texas A&M University-Kingsville is among those 38 institutions. In 1990,
Hispanics accounted for 46% of the enrollment in HSI’s; that slipped to 45% by 1999
(National Center for Education Statistics [NCES], 2003).

As aregional, four-year Hispanic-Serving Institution, TAMUK is the most
comprehensive and only predominantly residential school in South Texas. It offers a
large inventory of academic programs at the bachelor’s, master’s, and doctoral level. Its
programs in agriculture, engineering, human sciences, and adult education are unique to
the region. The university offers over 56 undergraduate degrees and 61 Master’s and
Doctoral programs (TAMUK Catalog, 2002-2004).

From the inception of the university until the mid 80’s, the student enrollment at
TAMUK was almost exclusively White. The early classes at the university were
comprised of White, middle class, traditional students. The 1960’s saw a huge surge in
enrollment, from 3,074 students in 1960 to 8,096 in 1971. A major shift in the ethnicity
of the student population occurred over the past two decades. Hispanic enrollment
began to increase from 50% in 1986 to over 62% in 2000 (TAMUK Fact Book, 2003).
In 1990, the entering freshman class was almost 70% Hispanic. Since then, the ethnicity
of the student body has remained constant at approximately 65% Hispanic, 25% White,
3% International, 3% Black, and 4% Other. The majority of students are under the age
of 25. As many as 70% of the entering freshmen are first generation college students
and over 50% receive some type of financial aid (TAMUK Fact Book, 2003). Students

at the university are drawn primarily from a 13 county area in South Texas and the Rio



Grande Valley, an historically under-served population. The institution now serves a
multicultural population, including many students from neighboring Mexico.

Many regional institutions such as Texas A&M University-Kingsville are having
a difficult time retaining students. Enrollment has been fairly stagnant between 1980-
2000, peaking in 1993 at 6570 students, but declining to 5949 in 2000, in spite of
increased resources directed at recruitment and retention (TAMUK Fact Book, 2003).
There is no clear explanation for the continued lack of enrollment growth and high
attrition rates, particularly for entering classes. As an HSI, the mission of TAMUK has
changed over the past years, due in part to changes in the administration and in part to
better reflect the direction the institution has taken to support higher education for the
changing population of South Texas. However, regardless of administrative changes or
mission statements, the fact remains that there has not been a formal, longitudinal study
of this population and what happens to them after they enroll at the university. The
mission statement at the time of the 1990 cohort included the President’s Vision
Statement, which specifically stated that the university would “foster the growth of a
middle class in South Texas” and would “be particularly responsive to the needs of first
generation Hispanic students.” The Vision Statement also declared that “the institution
will serve all students efficiently and be sensitive to first-generation college students”
(Texas A&I University [TAIU] Catalog, 1989-1992, p. 18). Hispanic students have, on
average, more risk factors, including lower socioeconomic status, parents without a high
school diploma, sibling drop-outs, failing a grade in public school, bearing a child while
in school, and lower participation in college prep courses in high school (Swail et al.,

2004). These sociological facts, coupled with the fiscal facts of enrollment-based



funding and the possibility of performance-based funding in the near future, should
compel the university to critically examine who its students are—where they come from
and what they look like—in order to best meet their needs and enable them to persist in
college.

Both Tinto (1975) and Bean (1986) indicated that no single model of attrition
will work well in explaining the drop-out process of individual students at particular
institutions unless each institution develops its own specific attrition model and
measures of student/institution fit. There is currently no longitudinal database at
TAMUK that tracks students from admission to completion (or drop out/withdrawal).
Indeed, most attrition research has rarely gone beyond the first year, presumably because
studies show that attrition is much higher during that period. There have been no data
collected that would provide a clear picture of any entering cohort at TAMUK and its
progression through the university. Also, because the entering classes at TAMUK have
averaged over 50% Hispanic since 1986, more research is needed on those factors that

impact the success or failure of all students, but particularly of Hispanic students.

Purpose of the Study

The purpose of this research was to describe the 1990 freshman class at Texas
A&M University-Kingsville and to investigate the varied and complex pre- and in-
college characteristics that appear to impact their success. An analysis of the data on the
1990 freshman cohort provided a descriptive profile of the students at Texas A&M
University-Kingsville and information about the relationship of variables that appear to

predict college success (graduation) for this population. Data on attrition and graduation



rates of those students were collected and analyzed and an attempt was made to
determine if there was a relationship between pre-college characteristics, in-college

characteristics, and graduation rates over a ten year period.

Research Questions

1. Who were the freshman class of 1990?
a. What were the pre-college characteristics?
b. What were the in-college characteristics?
2. What happened to the first year students who entered TAMUK in the fall of
1990?
a. What percentage successfully completed college and graduated?
b. What percentage transferred to other institutions?
c. What percentage did not persist and did not complete a degree at
TAMUK?
3. What pre- and in-college characteristics appear to contribute to completion of

college for the TAMUK population?

Operational Definitions

¢ In-College Characteristics: Include admission status, enrollment status, hours
enrolled fall 1990, TASP scores, developmental course, academic major,
college GPA, number of semesters attended, number of semesters on

scholastic probation/academic withdrawal, and final status.



Attrition: The cessation of enrollment of a student at TAMUK, either
voluntarily or involuntarily. Academic probation or withdrawal, departure,
drop-out, and non-persister will be used interchangeably. The drop-out
nomenclature has been changed to departure (Tinto, 1987). Transfers will be
considered as voluntary departures, as they are no longer members of the
target population.

Freshman/First-time Student: Any entering student with fewer than twelve
credit hours prior to the beginning of fall 1990.

Hispanic: Refers to both citizens of the U.S. or immigrants from Mexico,
Cuba, Puerto Rico, Central, and South America. In addition, the term
“Hispanic” will be used throughout this paper as an umbrella term to
encompass anyone of Latino origin, including Mexican, Cuban, Puerto Rican,
or South American descent. (Flores-Hughes, 1997; Marin & VanOss Marin,
1991; Mittelstadt, 1996).

Non-Persisting Student: A student who was officially admitted as an entering
first-year student in the fall of 1990 but was no longer enrolled at TAMUK at
any point within the ten years under examination.

Non-Traditional Student: Any student who chooses to wait one or more
years after completion of high school before enrolling in college; may also
refer to any student who is older, attends part-time, earned a GED, is a single
parent, has responsibility for dependents, or works full-time (Kramer, 1994).
Persister: A student who completed a baccalaureate degree at TAMUK

within the ten years under examination.
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Pre-College Characteristics: Include age, gender, ethnicity, marital status,
high school GPA, high school class rank, high school of origin, county of
origin, residency status, and ACT/SAT scores.

Success: The dependent variable in this study is graduation from TAMUK
within the ten years covered by this study.

Transfer Student: A student who leaves TAMUK and enrolls at another

public state institution.

Limitations

. This is a single institution study. As such, generalizations to other
institutions or populations should be made with extreme caution.

. The study is limited specifically to the 1990 entering freshman cohort at
Texas A&M University-Kingsville.

. ACT/SAT scores were not available on students over 21 years of age.

. High school GPA and HS Rank were self-reported.

Students who transferred to private or proprietary colleges and universities
were not tracked through the Texas Higher Education Coordinating Board
(THECB).

. The study is purely quantitative; data were drawn from existing records. No

attempt was made to gather qualitative information from students themselves.



Significance of the Study

There had not been a formal longitudinal study of any freshman class at Texas
A&M University-Kingsville. Indeed, few studies have been conducted to identify
variables that are associated with the educational achievement of Hispanic university
students. In 1988, the American Council on Education (ACE) formally announced its
“Minority Initiative”, designed to advance minority participation and success in higher
education at every level (Minority Initiative Remains Top Priority, 1995). In 2001, an
executive order to establish the President’s Advisory Council on Educational Excellence
for Hispanic Americans was signed by President Bush, with the intent to encourage
more research on the needs of Hispanic students, to hold higher education accountable
for improving Hispanic graduation rates, and to help educate Hispanic parents regarding
access to higher education (Schmidt, 2003). Clark Kerr (as cited in Altbach, 1991)
wrote that one of the greatest imperatives facing higher education is to improve the
policies and practices that impact minorities and their success in higher education.
Interestingly, the year 1990 marked the thirty-sixth anniversary of Brown vs. the Topeka
Board of Education and the twenty-fifth anniversary of the Higher Education Act of
1965 (Allen & Haniff, 1991; Orfield & Eaton, 1996). These landmark decisions
outlawed segregation in public schools and subsequently led Congress to support equal
opportunity in higher education, irrevocably changing the face of college campuses.

Texas A&M University-Kingsville did not participate in the Cooperative
Institutional Research Project (CIRP) in 1990 and therefore has no quantitative analysis

of its student population. Because of enrollment trends, it would be helpful to know who
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the students are and what characteristics they possess when they enroll in the institution.
Additionally, it is economically sensible and fiscally sound to address ways to retain
students rather than continually recruit new ones. The financial impact of student
attrition is widespread. When an institution recruits new populations of students or
increases the number of entering students, the institution gains added revenue. When an
institution reduces attrition and increases the persistence rates of students, the institution
receives additional funds. Good institutional practices increase student satisfaction,
which translates into higher retention and graduation rates, larger enrollments, and
increased institutional revenue (Blimling & Whitt, 1998; Tinto, 1987). Therefore, it is in
the institution’s best interest to look towards ways of improving student retention and
graduation rates.

A review of the literature indicates a lack of studies on the retention and
graduation rates of Hispanic students at four-year universities. Evidence suggests that
the proportion of Hispanic students completing college has declined. Nationwide, the
total number of Hispanic college-age youth (aged 18-24 years) increased by 35.2%
between 1980 and 1990, peaking in 1982 (Deskins, 1991; Garcia & Montgomery, 1991).
However, the enrollment of this group in higher education declined to 16.2% in 1990,
down from a high of 20.4% in 1975 (Snyder & Hoffman, 1992). Degree completion
rates of Hispanics, although showing some modest gains over the past ten years, were
only 3.4% of all degrees conferred in 1990 (Snyder & Hoffman, 1992). By the year
2000, Hispanics represented 18% of the college-age population, but they accounted for
only 9.5% of the actual college-enrolled population. Hispanics earned 9% of all

associate degrees and only 6% of all bachelor degrees (NCES, 2003). Nationally, in
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1994, only 9% of Hispanics over age 24 held college degrees, compared with 24% of
non-Hispanics (Goldberg, 1997). In studies of Hispanic student success in college, there
is a need to move beyond the traditional variables associated with college retention and
to examine the influences of background and personal variables that may aid in the
clarification of factors that appear to promote successful graduation from college. Few
such studies have been conducted that identify variables uniquely associated with
academic achievement of Hispanic students. This study’s descriptive profile of the 1990
first year students provided an opportunity to examine relationships between pre- and in-
college characteristics and identify variables that may predict college graduation in order
to aid advisors, faculty, administrators, and other college personnel that are dedicated to
student success and educational attainment. This study also extended the existing
knowledge on attendance, attrition, retention, and graduation rates and provided clear
information on the particular population at Texas A&M University-Kingsville. It
presents quantifiable data that can be used as a basis for programmatic decisions to
improve retention efforts and provides a tool that can be used for future longitudinal
studies so that each freshman cohort at Texas A&M University-Kingsville can be

tracked annually.
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CHAPTER II

REVIEW OF THE LITERATURE

The purpose of this research was to describe the 1990 freshman cohort at
TAMUK and to identify factors that appear to impact the successful completion of
college. In order to improve prediction of a student’s college success, there is a need to
extend the range of information considered to be predictors of that success, particularly
for Hispanic students. The goal of improving prediction of success has been based, in
large part, upon research findings and the investigation of the connection between
general background characteristics, high school variables and college variables. This
literature review is concerned with factors that appear to impact persistence and non-
persistence of college students. As a majority of the freshman cohort at TAMUK is
Hispanic, much of the review of the literature will focus on the factors that impact that

particular ethnic group.

General Theories of Student Persistence

Over the past twenty years, the body of research on student persistence has
grown remarkably. A college education, in addition to providing an employment
advantage and significantly higher salaries, has many other benefits besides monetary
gains. Persons who attend college tend to have greater intellectual and interpersonal
competency, are more tolerant of differing ideas and more open to new ideas, are active

members of the community, and value education as an opportunity to gain a deeper
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understanding of the world (Astin, 1993; Bowen, 1977; Chickering, 1974; Tinto, 1975).
Theories of student persistence and attrition argue that college completion, or lack
thereof, is a fundamental measure of student success (Braxton & Brier, 1989). Studies
on college attrition and retention in higher education span more than 75 years. A review
of the literature suggests that many interrelated factors contribute to persistence and
college completion. Early research focused on the financial loss and impact on
institutions. Only in the 1960’s did psychological and social factors gain importance and
retention began to be studied as a function of congruence, or “fit”, between the
individual student and the institution. Indeed, it was proposed that academic failure in
college perhaps was the outcome of a poor fit between the needs and interests of the
students and the sociological and psychological demands of the environment. It has
been suggested that the high drop-out rates for Hispanics may be due to the schools
themselves. Maria Montecel, Executive Director of Intercultural Development Research
Association, states that “. .. there is an incompatibility between the characteristics of the
students and what schools offer, which results in Hispanic students feeling isolated”
(Latino Drop-out Rate . . ., 1997). Current literature suggests that educational
background, positive parental encouragement, self-expectation and motivation, social
relationships, educational aspirations and career goals, institutional environment
including culturally diverse experiences, campus residency status, and contact with
faculty and advisors are all factors that influence persistence (Flores, 1989; Pascarella,
2001). Tracey and Sedlacek (1984) proposed that there were several noncognitive
variables related to academic success, particularly for minority students. Those variables

included a positive self-concept, realistic self-appraisal, the understanding of and the
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ability to deal with racism, a preference for long-term goals over short-term or
immediate needs, the availability of a strong support person, successful leadership
experience, and demonstrated community service. It has even been suggested that what
students do during college and what experiences they encounter at the institution are
more critical to successful outcomes than who they are or where they go to college (Kuh,
2001). Other psychosocial factors, such as the “fit” between the student and the
university in both the social and academic environment, coupled with individual
background characteristics and high school achievement, have long been studied as to
their impact on student success (Flores, 1992). In a comprehensive review of literature
focusing on student retention, Kowalski (1977) found that a variety of factors
distinguished the persisters from non-persisters:
Persisting students were more mature, flexible, selective in choosing their school
and more certain about educational goals. They had a greater sense of self-
awareness, self-motivation, better study habits, self-management, and self-
discipline, greater parental support and financial security, less parental pressure,
higher aspirations, greater endurance, interest in school, and possessed greater
intellectual and academic ability. The non-persisting students frequently suffered
from poor motivation, inadequate study habits, uncertain goals, disinterest in
school, and immaturity in attitudes and perceptions. They lack self-initiative,
have financial difficulties, are poor decision makers, are disorganized and lack
intellectual independence. (p. 43)
In an extensive review of the research, Miller (1991) suggests that there are five

major schools of thought regarding student persistence:



Psychological theories assume that individual personality attributes
distinguish persisters from non-persisters in their response to similar
educational circumstances. The focus is primarily on personality type and
the individual’s ability to successfully complete the tasks associated with
college attendance. Characteristics of the student’s environment or the
college are not considered when explaining their departure.

Social theories stress the roles of ethnicity, social status, prestige, and the
resulting opportunities resulting from college attendance. These theories
focus on the role of external forces in the process of student persistence and
are not sensitive to the variations in patterns of staying or leaving or to the
institution-specific character of retention, nor do they consider the attributes
of the individual, the institution, or the society.

Economic theories regarding student departure make the assumption that the
decision to remain at college is an economic one based on economic benefits
perceived to be gained from a college education and individual resources for
continuing that education.

Organizational theories take the position that student departure depends on
the organizational impact on the student’s socialization and satisfaction. The
effects of size, student/faculty ratio, institutional goals and resources, and
bureaucratic structure are considered. These theories offer suggestions as to
how to restructure an organization to increase student satisfaction.
Interaction theories consider student behavior and the dynamic reciprocal

interaction between environments and individuals. The more closely aligned
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an individual is to the student role, the more likely he or she will stay.
Retention is based on the “person/role fit”, with socialization into the student
role central to the retention process. Interactional theories are not well-suited
to nonresidential institutions or commuting students (Tinto, 1975). However,
Tinto’s (1975) concept of persistence withdrawal behavior is based on two
concepts: a) persistence is the result of a longitudinal process of person-
environment fit; and b) academic and social integration are crucial to
persistence behavior.

More recently, various research studies have led to the development of four
retention theories that can form the basis for institutional practices and policies that
influence student satisfaction and retention (Wyckoft, 1998). First, the “college fit”
theory proposes that students bring to college certain skills, attitudes, and expectations,
and that the institutions demand certain skills and attitudes before they “reward” students
with grades or degrees. Therefore, how a student meets these demands and gains
satisfaction from doing so is the degree to which the student “fits” and can be expected
to persist. The greater the fit, the higher the likelihood that the student will successfully
complete college.

The second theory of student retention proposes that what influences students is
the degree to which they become involved in academic work, extracurricular activities,
and interaction with faculty. The more their learning and personal development is
influenced by these factors and the more they are involved in campus life, the more

likely they will persist.



The third theory proposed by Wyckoff is that of student-faculty involvement
which focuses on the concept that faculty must serve as socializing agents for the
university. This theory assumes that students’ motivation for academic performance is
influenced by faculty values and norms and that this influence is enhanced when faculty
become significant elements in students’ experiences. Theoretically, these interpersonal
relationships between faculty and students will influence intellectual and social
development, foster a stronger link between the student and the university, and generate
a sense of autonomy and purpose for students. Together, these influences will lead to a
greater commitment to the institution, increased social and academic integration, and
therefore increased persistence.

The final theory that supports academic and social integration asserts that the
higher the level of integration into the social and academic systems of the university, the
less likely a student is to voluntarily withdraw. Integration occurs when the individual
shares the attitudes and values of peers and faculty in the institution and abides by the
formal and informal structural requirements for membership in that institution (Wyckoff,
1998). Ultimately, it appears that the higher the degree of academic integration (grade
performance and intellectual development) and social integration (informal peer group
associations, extracurricular activities, interaction with faculty and administrative
personnel), the greater the commitment to the institution and thus the greater likelihood
of successful completion.

It has been suggested that what happens to a student after arrival on campus
makes more of a difference in what and how much a student learns than the prestige,

reputation, or resources of the institution and that the decision to withdraw is more a
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function of what occurs after entry (Terenzini & Pascarella, 1994; Tinto, 1993). Bennett
and Okinaka (1990) found that the most alienated and least satisfied students drop out;
the most satisfied, well-adjusted and least alienated remain. Research also indicates that
good institutional practices, such as teacher preparation and skill, are important factors
in student retention (Pascarella, 2001). Flores (1989) found that entering characteristics
that favored minority persistence included good high school grades, strong study skills,
and high self-esteem in terms of academic ability. College environmental characteristics
that appeared to facilitate persistence included attending a four-year college or
university, living on campus, receiving grants or scholarships, not having to work during
college, and attending a relatively prestigious or selective institution. Many studies
demonstrate that faculty exert much influence in their out-of-classroom contacts with
students. “Instruction” must be understood more broadly to include the important
teaching that faculty do both inside and outside their classrooms. Eighty-five percent of
a student’s waking hours are spent outside a classroom. A large part of the impact of
college is determined by the extent and content of student interaction and socialization
on campus through faculty members and student peers. According to Terenzini and
Pascarella, “. . . the impact of college is more general than specific, more cumulative
than catalytic” (1994, p. 34). If undergraduate education is to be enhanced, faculty
members, administrators, and student affairs personnel must devise ways to deliver
undergraduate education in ways that students learn. There must be an interrelatedness
of the in-class and out-of-class influences on student learning (Davidson & Muse, 1994;

Witherspoon et al., 1999).
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There are four prevailing models regarding student retention and attrition that
form the conceptual framework of persistence and non-persistence. Tinto’s (1987)
“Student Integration Model” relies upon social integration, or the extent to which a
student shares the normative attitudes and values of faculty and other students in the
institution, and academic integration, which refers to the level of student participation in
activities related to intellectual development. Social integration encompasses such
activities as peer group interactions, informal faculty interactions, and participation in
informal college activities, whereas academic integration involves class attendance,
formal faculty contact, and other academic activities such as tutoring. When students
enter college, they arrive with varying background characteristics (personal, academic,
and family). Tinto (1987) theorizes that students’ pre-college traits lead to varying
initial levels of institutional and goal commitments. In turn, these commitments interact
with the social and academic environment of the university, resulting in varying levels of
integration into the institution’s academic and social systems. Therefore, the higher
degree of integration of the student into the college system, the greater the individual
commitment to the institution and to college completion.

Bean (1986) proposed a “Student Attrition Model” of the college student drop-
out syndrome that emphasizes student selection for, as well as socialization to, certain
behaviors and attitudes that have a direct effect on attrition. He suggests that desirable
student outcomes may result from the selection of students or the self-selection of
students who already possess desirable outcomes. In his model, academic
social/psychological, and environmental factors affect the drop-out syndrome.

Academic factors include preparation (high school grades, rank, and entrance exam
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scores), while social/psychological factors include educational goals, alienation, faculty
contact, perceived usefulness of a college degree, and social life. Environmental factors
address financial concerns, outside friends, and the opportunity to transfer to another
school. Similar to Tinto’s theory that includes social and academic integration, Bean
supports the environmental factors as having the power to negatively influence
institutional fit and commitment. He also stresses the idea that peers are the primary
agents of socialization and have the greatest impact on the attitudes of other students.

Weidman’s (1986) model of undergraduate socialization incorporates both social
and psychological influences on student behavior, and involves non-cognitive changes
such as values, life style preferences, career choices, and aspirations. He defines
undergraduate socialization as the acquisition of knowledge, skills, and attitudes that are
valued by the society of which the student is a member and proposes joint socialization
influences of student background characteristics, normative influences exerted by the
social and academic systems of the institution, and the mediating influences of parental
influence and non-college reference groups within the student’s community. His model
takes into account the effect of the external environment on student change. The student
enters college with certain background characteristics, experiences a variety of
socializing influences within the college, and various normative pressures from outside,
assesses progress toward personal goals within the context of these pressures, and
adjusts or maintains those goals. He hypothesizes that non-college influences—parents,
outside peers, and community—continue to exert pressure on students.

Lastly, Astin (1984) provides a “Theory of Student Involvement” that regards

retention as a function of student involvement in the academic and social systems of the
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institution. Through this involvement, students develop and learn, thus solidifying their
commitment to the institution and to their goals. The five major principles of his theory
include 1) involvement requiring investment of psychological and physical energy;
2) involvement as a continuous process; 3) involvement with qualitative and quantitative
features; 4) learning is directly proportional to the quantity and quality of involvement;
and 5) educational effectiveness of policies and practices is related to the capacity to
induce involvement of students. Unlike other theories which stress what happens to the
student, Astin stresses the extent of energy put into the college experience by the student.
When examining the longitudinal nature of student departure, Tinto (1986)
turned to the field of anthropology and the work of Dutch anthropologist Arnold van
Gennep. van Gennep’s studies of tribal rituals focused on the movement of individuals
from membership in one group to another. In his classic study, The Rites of Passage,
van Gennep (1960) argues that the transmission of relationships is marked by three
distinct stages: separation, transition, and incorporation. Tinto offers this as a way of
thinking about the longitudinal process of student persistence. College students must
separate themselves from past communities, which may be extremely difficult or
accepted as the normal course of maturation, depending on the character of those
communities and their views of college attendance. In order to become fully integrated
into the college community, students must disassociate socially and physically from the
communities of their past. Students who continue to live at home during college may
not have to disassociate equally, yet they also may not be able to fully integrate
academically and socially into the campus. The second stage of a college career is

transition—the passage between the old and the new, between the associations of the
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past and the hoped-for associations of the future. Although they have begun the
separation process, they have not yet established bonds within the new community, and
thus are more vulnerable, being strongly bound to neither group. This period of
transition can pose serious threat to a student who faces isolation and a sense of loss.
Many students withdraw during this period, unable to withstand and cope with the many
stresses of transition. Without institutional intervention, students may flounder and
ultimately withdraw, perhaps because of their unwillingness to tolerate the stress, or
because of their lack of commitment to their educational goals. In these first two stages,
institutions can intervene and assist students in dealing with the problems that are
inherent at the beginning of a college career. The third stage, incorporation, involves
learning and accepting the new norms and behavioral patterns of the college setting.
This is best accomplished through social integration involving faculty, staff, and other
students. Failure to establish these social contacts may lead to a heightened sense of
isolation and ultimate departure from school. Unlike incorporation into traditional
societies, students in college are not always provided with formal rituals and ceremonies
that ensure such contacts and many of them are unable to establish such contacts on their
own. A variety of formal and informal mechanisms can be put into place to establish
repetitive contact with other members of the institution, including residence hall
associations, student organizations, extracurricular programs, and faculty/advisor/mentor
programs.

It is interesting to note that none of these theories included ethnicity as a variable
nor did any include the concept of race/ethnic consciousness—whether an individual

identifies with a certain ethnic group and the extent to which the individual is involved
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with and practices those cultural norms—and its effect on persistence (Haro et al., 1994;
Muniz, 1994). What constitutes social and academic integration for White students may
not be the same for minority students. Given the charge by the Texas Higher Education
Coalition in their report, The Competitive Edge, to increase the first year student
retention rate by 20%, it behooves the university to develop and implement well-planned
retention strategies that address the needs for all students (Wright, 1996).

During the freshman year, it is theorized that social relationships may be more
important than academic memberships. Much of Tinto’s research (1986, 1987, 1993,
1997, 1998) focuses on the fact that an institution’s capacity to retain students is directly
related to its ability to reach out and make contact with students and integrate them into
the social and intellectual fabric of institutional life. It hinges on the establishment of a
healthy, caring environment which enables individuals to find a niche in the social and
intellectual communities of the institution. Institutions of higher education can no longer
allow students to take courses as detached, passive individual units, with faculty that are
remote, unapproachable, and regarded as the infinite source of wisdom. Particularly for
freshmen, meeting people and making friends are a major preoccupation during the first
year. A learning community in the classroom can foster relationships and offer a
supportive peer group that can help students balance the many responsibilities they face.
Peer groups developed within the classroom also afford the opportunity to bridge the
social and academic divide, allowing students to understand and appreciate differences
and to have an active, engaged role in constructing their own knowledge. It also allows
faculty to work together in teams and to model learning for students through analyzation

and syntheses. In his analysis of the Coordinated Study Program at Seattle Central



Community College, Tinto (1997) found support for the basic tenets of learning
communities: 1) participation in a collaborative, shared learning experience enabled
students to develop a network of support that bonded them to the social community of
the college while engaging them in academic life; 2) students were positively influenced
by participating in a setting where learning came from a variety of sources and
perspectives that added an intellectual richness to their experience; 3) student
perceptions of their intellectual gain as well as gains in their GPA’s were greater; and 4)
it was possible to promote student involvement and achievement in a setting that did not
lend itself to student commitment (community college, commuter school, non-traditional
population with multiple obligations outside of school).

The completion of the first year of college is a major milestone for students. In
1989-90, 44% of the first-year students at four-year universities failed to complete the
first year or did not return for the second year. The students who left were shown to be
more likely to have had parents without college degrees, had delayed their entry into
college, earned low grades during their first year, and worked more than 35 hours per
week while in school (Choy, 2002). By studying persistence from the first to second
year of colleges, researchers can better predict student departure and identify steps that
could be taken to reduce attrition (Muniz, 1994). [It should be noted that individual
institutional retention rates typically understate postsecondary persistence. Retention
statistics are generally based on single-institution reports; however, when students who
transfer, stop out and return, or graduate from other institutions, the total postsecondary
retention rate is considerably higher than the institutional retention rate] (Carey, 2004;

Choy, 2002).

26



27

The Changing Face of Higher Education

The college students of today are a diverse group. In the past, the traditional
college students enrolled immediately after high school, were dependent upon their
parents for financial support, and either did not work or worked very little. Today, only
40% of university students fit the traditional profile. Between 1980 and 1994, the largest
growth in college enrollment came from students who can best be described as
nontraditional: 44% were over twenty-five, 55% were female, 55% were working, and
43% were attending part-time (Levine & Cureton, 1998b). Less than one in six could be
described as traditional: between 18-24 years of age, attending college full-time while
living on campus. By 2001, over 30% of all college students were minorities; 20% were
born outside of the United States or had a foreign-born parent; and 11% spoke another
language besides English while growing up (Choy, 2002).

Higher education does not appear to be as central to the lives of today’s college
student as it did for earlier generations. Students come from diverse backgrounds, wide
age ranges, and complex lives, juggling the competing obligations of work and family
responsibilities, which often interfere with their college studies. Education is just one of
the myriad activities in which students are involved and often more pressing obligations
such as family and work overshadow the academic experience. Non-traditional students
maintain significant outside roles and responsibilities; their college experience is often
characterized by shallow connections with the university and extensive connections with
the workplace and home (Richardson & Skinner, 1991; Kerka, 1989). There is an
increased need to assist students in balancing the multiple and complex demands of their

lives. The “work-family-school conflict” is a real and growing phenomenon that



institutions of higher education must face (Hammer et al., 1998). Additionally, first
generation college students, welfare recipients, and children of divorced parents face
significant barriers to entering and completing college (Haworth, 1998).

Alexander Astin (1990) suggests that one of the difficulties faced in higher
education is a fundamental conflict in institutional values. Basically, he says, most
organizations operate upon two sets of values: 1) the explicit, official institutional
“mission” printed in catalogs and quoted to the public, and 2) the implicit values upon
which we actually operate—those values that underlie major policies and decisions
about the allocation of resources, the hiring practices, the admission of students, the
establishment of curriculum, the pedagogical choices, the establishment of programs and
procedures. As an example, he cites the case of a community college, whose highest
priority is on enrolling as many students as possible, with relatively little emphasis on
what happens to them once enrolled. Thus, while the explicit value of a community
college favors teaching and learning, the implicit value reveals much greater emphasis
on keeping enrollments as high as possible. The consequence of such a contradiction is
a high drop-out rate, especially among those students least prepared for college. He goes
on to propose that when attempting to serve minority students, serious inconsistencies
arise out of these two sets of values. As most implicit values remain unstated, it
becomes difficult to confront discrepancies between word and deed directly. Given the
struggle between “reputation” and “resources,” Astin believes that most universities do
not address their central mission—that of educating the student, of helping them enhance
their scholarly and intellectual development, and making a positive difference in their

lives. He proposes that one way to overcome these contradictions is to examine the
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institutional identity and identify its true educational mission. Only then can a university
address the important issues of the quality of student life and the effectiveness of its
educational program. He believes that the ability to serve the needs of minority students
will depend heavily upon our values, implicit and explicit.

Higher education has been challenged to play a leadership role in statewide
workforce preparedness (Rodriguez & Ruppert, 1996). To increase minority
participation in higher education in the 21% century, the focus should be on
achievement—not just on the numbers of Hispanic students who enroll but the number
who graduate (De Los Santos & Rigual, 1994). The National Task Force on Minority
Achievement in Higher Education issued a report in 1990 that recommended two goals:
1) minority enrollment should be at least proportional to the minority population per
state; and 2) minority graduation rates should be comparable to other students (Policies

for Change, 1990).

Demographics

The 1970 census was the first to include a separate question specifically on
Hispanic origin, although it was asked of only a 5% sample of households. Between
1980 and 1990, the population in the U.S. grew to 249 million people, an increase of 9%.
In that same decade, the Hispanic population grew by 53%, from 14.6 million to 22.4
million (Hernandez et al., 2001). According to the 1990 Census, Hispanics constituted
approximately 9% of the total population. In 1990, the White fertility rate (live births
per 1,000 women) was 12.9, which was less than half that of the fertility rate for

Hispanics (26.0). By 2000, the Hispanic population numbered 35.3 million (U.S.



Census Bureau, 1993). If the current trends continue, Hispanics will become the United
State’s largest minority group, increasing by over 257% between 1996-2030 (Murdock
et al., 1996). Of the projected total net change in population in Texas, 87% will be due
to the increase in minorities. In Texas alone, Hispanics will constitute 53.1% of the
population by 2030 (Murdock, 2003). It is interesting to note that the U.S. Hispanic
population is highly concentrated in certain regions of the country. Nearly 90% live in
10 states; 43.5% live in the West and 32.8% live in the South. By 2000, 31.1% of
California’s population and 18.9% of Texas’ population were Hispanic (U.S. Census
Bureau, 1993). Interestingly, the Hispanic population is also younger that the average
population of the United States. While 27.5% of the general population was under 18 in
the year 2000, 35% of the Hispanics were under 18. The median age for the entire U.S.
was 35.3 years, while for Hispanics, it was 25.9 years (U.S. Census Bureau, 1993).

In 1988, three-fifths of Hispanic students attended school in Texas and California
(Wells, 1989). By 2002, half the nation’s Hispanics lived in those two states (Schmidt,
2003). During the 1997-1998 school year, minority students made up 55% of the 3.9
million students in Texas public schools, the eighth consecutive year that minorities
comprised 50% or more of the public school population. The number of minority
students is growing at a rate eight times faster than that of White students. Additionally,
of those total students, 48% are classified as economically disadvantaged. Current
population projections indicate that the number of Hispanics in this pool will increase
from about 13% in 1995 to 20% by 2020 (Sterling, 1998).

In 1976, academia began following a “color-blind” doctrine espoused by the

federal administration and began dismantling equal opportunity and affirmative action
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programs nationwide, resulting in decreased minority enrollments (Deskins, 1991). In
Texas, the number of minority students in higher education has decreased since a 1996
decision—known as the Hopwood ruling—Ied to the abandonment of affirmative action
programs (Suhler, 1999; Applebome, 1997; Lum, 1997). The Center for Demographics
and Socioeconomic Research and Education at Texas A&M University examined the
effects of Hopwood at Texas public universities. The report concluded that “All things
being equal, minority students are as likely to be admitted as Anglos” Of course, the
difference is that all things are not equal. According to Dr. Steve Murdock, the former
director of the center, minority students are much less likely to fall into the categories of
high income and academic preparation. He predicts that unless drastic changes are
made, it will take at least 80 years for Black and Hispanic students to graduate from
college at the same rate as their White peers (Murdock, 1997). Overall, the enrollment
of Texas residents in higher education is projected to increase from 738,255 in 1990 to
877,600 in 2005, to 1,110,757 in 2030, a net increase of 9,300 students every year

(Murdock et al., 1996).

Cultural Norms and Values

In addition to socio-demographic factors, it is important to consider the cultural
norms and values of an Hispanic population. The traditional strength and cohesion of la
familia is universal. Inherent in the Hispanic culture are cooperation, pride, family and
loyalty (Muniz, 1994; Schwartz, 2001). Of greatest importance is the family loyalty,
including a strong support system, a hierarchical order among siblings, and an inherent

duty to care for family members (Griggs & Dunn, 1996; Schmidt, 2003). Although
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individual Hispanics may have very disparate characteristics, Marin & VanOss Marin

(1991) found that members of this group share some common cultural and familial

values, including:

1.

allocentrism—collectivism that is associated with personal interdependence,
conformity, willingness to sacrifice for the welfare of the group, and high
levels of trust within the group (as opposed to the “typical” American values
that emphasize competition, individualism, and personal achievement).
simpatia—the need for behaviors that promote smooth, pleasant social
relationships, involving the avoidance of conflict and the emphasis of

positive behaviors.

3. familialism—the individual’s strong identification with and attachment to

4.

nuclear and extended families, with strong feelings of loyalty, solidarity, and
reciprocity, including the perceived obligation to provide material and
emotional support to family members, and the reliance upon family members
for help and support. However, it should be noted that there is a delicate
balance between familial support and familial pressure.

power distance—the measure of interpersonal power or influence that exists
between two individuals, in which deference and respect are shown to those
perceived to be more important, including conformity and obedience to and
support of autocratic or authoritarian persons or organizations. Power
distance also involves the fear of disagreeing with those in a position of

power.



5. personal space—the preference for shorter distances between persons,

including the feeling of comfort when physically close to others.

6. time orientation—the tendency to be present-oriented, including a more

flexible attitude towards time and punctuality, as opposed to the “typical”
American value of “future-orientation,” which emphasizes planning for the
future and delaying gratification, as well as punctuality and efficiency.
Additionally, present-oriented persons tend to value the quality of
interpersonal relationships much more highly than the length of time in which
they take place.

Melendez and Petrovich (1989) elaborated on these common cultural
expectations and behaviors, noting that Hispanic students view authority figures with
much respect, often keeping a respectful distance between themselves and their
professors. They may feel that openly disagreeing with or questioning an authority
figure is a sign of disrespect, their silence and politeness thereby leading to what
professors may interpret as a lack of interest or independent thinking. Additionally, the
Hispanic culture promotes tolerance of differences of opinions, thus avoiding debate or
questioning. Hispanics tend to take a great deal of time to get to know people and build
relationships that involve loyalty and sacrifice for friends and family. Building and
maintaining relationships is a source of individual and familial support, cooperation, and
trust (Hernandez et al., 2001). Culturally different expectations of these relationships
may complicate the task of integration and lead to a sense of isolation for Hispanic
students. White students tend to be motivated by external and impersonal rewards such

as grades, status, and potential economic benefits, while Hispanic students are motivated
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on a more personal level. Also, White students (and professors) tend to be much more
task-oriented, dispensing with any exchange of pleasantries or personal information.
Hispanic students tend to be more group-oriented and less competitive, seeking the good
of the group over individualism and self-sufficiency. Such a strong sense of other-
directedness conflicts with the mainstream White emphasis on individuality (Griggs &
Dunn, 1996). Competition and individual achievement have been the cornerstones of
American education and thus represent considerable cultural hurdles for Hispanic
students who have been raised to value group belonging and cooperation. Even in body
language, there are significant cultural differences. In the White culture, looking directly
at a person when speaking is expected and connotes honesty and assertiveness. In the
Hispanic culture, continuous eye contact is regarded as sign of challenge or seduction.
Thus one can see the potential for conflict in the classroom between the intent gaze of a
White professor (who thinks the student is not paying attention or is uninterested) and
the Hispanic student (who may be embarrassed or feel threatened). All of these basic
cultural values must be understood and taken into consideration when working with a

student population that is largely Hispanic (Melendez & Petrovich, 1989).

Developmental Education

More and more students are entering institutions of higher education under
prepared. Beginning in the mid 70’s, developmental courses were offered at the
majority of four-year universities, including the more selective institutions (Lavin &
Hyllegard, 1996). Seventy-five percent of all U.S. colleges now offer some form of

remedial education, and 30% of all entering first year students (55% at minority



institutions) enroll in at least one remedial course (Manno, 1995). This incurs a huge
remediation cost for taxpayers as well as those who pay to attend college. Many
students enter the university under prepared and face academic obstacles that often
hinder or prevent them from successfully completing college. Of the faculty surveyed
by the Carnegie Foundation in 1989, three-fourths reported that students are seriously
under prepared in basic skills and nearly 64% believed that “today’s students are ill-
suited for academic life” (Dey et al., 1991, p. 3). A study undertaken by the Harvard
Graduate School of Education found that 73% of the deans surveyed reported an
increase in the number of students requiring developmental courses at two-year colleges
(81% of the students) and four-year colleges (64% of the students) (Levine & Cureton,
1998b). A recent study by the U.S. Department of Education found that one in five
entering freshmen attending a public four-year institution required at least one remedial
course and that they were much less likely to graduate (Carey, 2004).

In 1997, the Texas Legislature capped state funding for developmental courses in
universities at 18 semester hours (six courses). In that same year, 90% of TAMUK’s
entering first year students required developmental courses and 60% of them left the
university after two semesters (Sharp, 1998). College entrance exams such as the ACT
and SAT are often used to predict the need for remediation in college. Students who
score less than 16 on the ACT will require extra help and even those who score up to 19
show minimal readiness for college level courses (McQueen, 1999).

Due to their lack of academic preparedness, many students can be classified as
at-risk for successful completion of a college degree. Studies have found that at-risk

students who score low on motivation stated that they tend to be in college because it
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was expected by their parents, it was better than taking a full-time low-paying job, it
gave them a continued socialization opportunity, and it often afforded them the chance
to participate in team sports. These low-motivation students were also uninterested in
learning, frequently missed classes, and did not have a clear major or career goal
(Forster et al., 1999). Students such as these would be best served by a comprehensive
assessment and a program designed to help them understand the personal benefits of a
college education, as well as a program focused on career exploration and development.
It is likely that a large proportion of resources will continue to be spent on the
remediation of under prepared students.

Significant changes in higher education in Texas have taken place over the past
decade. The fall of 1989 was an eventful one for the state. The 70th Legislature
established the Texas Academic Skills Program (TASP) as an early assessment and
academic support program for all students entering Texas public institutions of higher
education. Students were required to take the TASP test to determine if they have the
reading, writing, and mathematics skills, as defined by higher education faculty, to be
successful in college. Students found to have academic skill deficiencies in these areas
must participate in continuous remediation programs until skill mastery is demonstrated
by passing all sections of the TASP test (TASP, 1996). Thus, the fall of 1989 was the
first time that students were faced with additional testing and mandatory placement into
remediation courses.

The growth in the state of Texas’ developmental education programs has been
phenomenal. State appropriations for remediation increased an incredible 345%

between 1988 and 1998. Yet pass rates on the TASP have declined, from 78% passing
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all three sections of the test in 1990, to only 50% passing all sections in 1995, with only

44% of the border students passing all sections (Sharp, 1998).

Factors Impacting Students: Pre-college Characteristics

As students prepare to enter higher education, they bring with them
characteristics developed over their lifetime, either through environment or genetics.
Some traits, such as ethnicity and gender, are innate. Other characteristics, such as high
school GPA and rank, are developed as the student progresses through primary and
secondary education. Both sets of characteristics impact the student as he or she heads
off to college. Levine and Cureton (1998b) found the generation that entered college in
the early 1990’s to have strikingly different characteristics than previous generations of
college students. In general, this group of students, born in the mid-70’s and entering
college in record numbers in the 1990’s, has grown up in a time of rapid and profound
change. They are more uncertain about their future, are less well-prepared academically,
are disenchanted with the nation’s political and social policies, are more individualistic,

and are locally rather than globally focused.

Ethnicity

In 1980, the U.S. Census Bureau reported that there were 14.6 million Hispanics,
representing 6.4% of the national population (Orum, 1985). Eighteen years later, in
1998, the Bureau reported that there were 29.7 million Hispanics, representing 11.0% of
the population. Immigration and relatively high birth rates will push the number of

Hispanic residents to more than 36 million by 2005. In that year, Hispanics will
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outnumber Blacks by one-half million, becoming the largest minority group in America
(Hispanics to be Largest U.S. Minority, 1998).

Little has been written about the specific problems of minority student access and
retention in higher education (Christoffel, 1986). Initial research on college attrition
focused on models of drop-outs describing personal, environmental, and social factors.
More recent research has focused on successful retention programs and university
staffing patterns. It has been found that minority drop-out rates are similar to Whites,
after controlling for socio-economic factors, but in reality, many minority students are
not similar to Whites with regard to socioeconomic factors, and often come to higher
education with many problems that predict potential drop-out risk (first generation, low
income, poor academic preparation, etc). Kane (1994) found that Black students
attending historically Black universities were more likely to graduate from college than
Black students attending other universities. This finding suggests that the racial climate
on campus may have an important bearing on retention. Given this supposition, one
could infer that the retention for Hispanics would be high at TAMUK, given the large
number of Hispanic students, but such is not the case.

In 1989-90, minority students constituted 20% of the enrollment in four-year
universities (Choy, 2002). A study of Latino students found several factors that were
important to college persistence: the role of the family, the influence of peers, mentors,
gender, finances, campus climate, and retention programs (Haro et al., 1994). In a
comprehensive review of the literature regarding persistence and non-persistence of
Hispanic students, (Flores, 1989) found that there were several major influences,

including:
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e Initial enrollment in two-year colleges

e Lower parental SES

e Lower high school achievement

e Lower scholastic attitude

e Poor secondary school preparation, including lack of college preparatory
classes

e Lower academic expectations

e Anxiety over ability to pay for college education

e Family pressures

e Dissatisfaction with living on campus

Little informal contact with university faculty (p. 145)

To assist Hispanic students who often feel alienated, discouraged, and
overwhelmed, institutions need to implement support systems that have been shown to
impact retention, including ethnic organizations and cultural service centers (Flores,
1994). Multicultural activities, including organizations and clubs for minority students,
can provide social and academic integration and serve as bridges between community
and school (Neisler, 1992). University-sponsored, community-based tutoring and
mentoring programs have been found to be highly successful in attracting and retaining
students (Blandin, 1994). Institutional policies that encourage students to become
involved on campus (participation in student organizations, intramural sports, on-campus
housing, etc.) can serve as mechanisms by which students become actively involved, and

thus socially integrated, into the university (Wyckoff, 1998).



Gender

Until the year 1979, men constituted the majority of students on college
campuses. However, since then, their numbers have dropped to just 44% of the
undergraduate students nationwide, with Hispanic men enrolling in lower numbers than
Hispanic women (Fonda, 2000). Between 1977 and 1997, enrollment for Hispanic
males in higher education increased by 152% and for Hispanic females, the increase was
a whopping 327% (NCES, 1998). In a study of Hispanic college students, Flores (1989)
found that gender issues impacted persistence. Female students faced certain
environmental and societal pressures that affected their motivation to stay in school. She
found evidence to support the notion that women develop concepts, achievement
motivation, and aspirations in keeping with role expectations, rather than in keeping with
their abilities. A review of the literature regarding gender and college success found that
although women have achieved equality in attendance rates with that of men, their
retention and completion rates are lower. Women appear more likely to withdraw for
personal or non-academic reasons such as marriage, family, or work-related factors,
where men are more likely to depart due to academic reasons (Schwartz, 2001; Tinto,
1987; Vives, 2001).

In the fall of 1990, females accounted for 53.8% of all first-time full-time college
students (Dey et al., 1991). However, women belonging to minority groups are grossly
under represented in graduation rates from higher education (Cardoza, 1991). Of the
954,000 Hispanic college students in 1992, 55% were female (De Los Santos & Rigual,
1994). Despite some modest gains, Hispanic females still face many obstacles in their

pursuit of higher education, including financial constraints, limited family support or
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outright opposition, too many hours on the job and too little time to study, and
interruptions to attend to family matters (Flores, 1994). Hispanic women show greater
difficulty in reconciling the prevailing Hispanic values of family obligations first and the
belief in the necessity of acquiring an education (Schwartz, 2001). It has been found that
minority women were least likely to persist in college and that Hispanic women have the
lowest completion rate of all populations (Chacon et al., 1986; Muniz, 1994). Many
Hispanic females are challenged by poverty, sexual harassment, lack of English skills,
peer pressure, teen pregnancy, early marriages, family demands, and the prevailing
attitude that Hispanic women should not be “too educated” (Gamboa, 2001; Schwartz,
2001; Vives, 2001). Cardoza (1991) refers to Hispanic women as “triple minorities”™—
being a woman, being a member of a minority group, and very often being a member of
the lowest socioeconomic stratum. The conflict that may arise between the traditional
roles of wife and mother and the attainment of a college degree may be even greater, due
to the emphasis placed on the family in the Hispanic culture. Hispanic females often
find less support at home or in school for high academic achievement (Romo, 1998).

In 1980, the number of Hispanic females 16 and older in the U.S. was 4.9
million; by 1991, that number had risen to 7.2 million (Trejo, 1996). These women
represent a sizable new share of workers contributing to the economy. However, studies
have found that Hispanic females are less likely to be enrolled in rigorous academic
courses in high school and are over-enrolled in vocational tracks (Trejo, 1996). This is
reflected in the college completion rates for Hispanic women; only 6.9% complete a
college education, compared to 17.6% for White females (Trejo, 1996). Additionally,

these women are over-represented in low-paying jobs which often do not provide health
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benefits. Thus is created a spiral of low wages, less access to health services and
therefore, less medical attention, and further sinking into poverty levels. Hispanic
females lag behind every other ethnic group on most economic and educational
measures of success (Schwartz, 2001).

In their book The Maria Paradox: How Latinas Can Merge Old World Tradition
with New World Self-Esteem, Gil and Vasquez (1996) discuss the phenomena of
mariamismo in the Hispanic culture—the ideal that women are to strive to become the
perfect wife and mother, often at the expense of their own education. Mariamismo
conditions women to be submissive, passive, and subordinate in their relationships—
hardly the characteristics that encourage self-development and promote persistence
through higher education. Past studies have shown that the number of hours spent on
domestic labor (child care, cooking, cleaning) had a sharply negative impact on the
completion of college for Hispanic women; Hispanic females who choose to delay
marriage and childbearing have a greater chance of persisting in college (Chacon et al.,
1986). Females put in more hours of domestic labor, which in turn reduced the amount
of time they had to spend on their studies. Hispanic parents often send messages to their
daughters to develop their skills around the home; education is important but is
secondary to becoming a mother (Gil & Vasquez, 1996). Many women in the Hispanic
culture feel torn and trapped by these cultural conditions. In a 1977 study, female
Hispanic students reported consistently higher stress levels than male Hispanic students
and also reported significantly less parental support for their college attendance (Chacon
etal., 1986). Cardoza (1991), in her study of 1200 Hispanic females drawn from the

High School & Beyond longitudinal survey, found that educational aspirations were the
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most important factor on college persistence for these women. Additionally, it appears
that having a role model for young Hispanic women is of great importance (Cardoza,
1991; Schwartz, 2001). Other studies have shown that female college students of al/
ethnic backgrounds tend to have lower educational aspirations than males, and although
they tend to perform at higher academic levels than men while in college, they are less
likely to persist in college (Astin, 1977). Since a college education is a prerequisite to
social and financial mobility for women, is it important to examine the support and
positive reinforcement given to Hispanic females. It is equally important to devote more
attention, particularly during the high school years, to preparing young women for
college and encouraging them to engage in more college preparatory activities, and to
support their departure from traditional female roles.

In the Hispanic culture, the oldest son is often expected to forgo higher education
and assume his obligation to work in support of his family (Rendon & Valadez, 1993).
In many inner-city and working class neighborhoods, becoming an “adult” is often
linked to getting a job and earning an income after high school, rather than pursuing
higher education (Richardson & Skinner, 1991). Male Hispanic adolescents often drop
out of school to bring a much-needed paycheck into the household (Schwartz, 2001).
Additionally, while over 80% of the Hispanic males of working age are in the labor
force, low wages and seasonal employment often relegate them to the ranks of the poor.
This poverty is persistent and increasing, due to low levels of education (Hernandez et
al., 2001). Given these cultural influences, it is important to consider the impact of

gender upon Hispanic male students as well as Hispanic female students.
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In a review of the literature on student attrition and retention, age did not appear
to affect persistence in college. Both Tinto (1987) and Astin (1977) reported that older
students tended to make better grades and were more committed to their educational
goals, despite more external commitments. Chacon et al. (1986) found that older
students were more likely to come from lower SES backgrounds and were more likely to
report difficulty with their academic work. Additionally, these older students tended to
have many more fixed obligations in terms of work responsibilities and domestic duties.
However, these differences have not been fully explored, nor have differences between
the ages of male and female undergraduate been examined.

More than half of the Hispanics currently enrolled in college are over the age of
25 and require educational services that integrate schooling with family and work
responsibilities (Smolkin, 1999). Adult students face many factors that impact college
persistence, among them role conflict, time management, family and work problems,
economics, and logistics (Kerka, 1989). It has been suggested in other research that
adult students would benefit from a three-stage intervention program: 1) Moving In—
through an entry Education Center that coordinates the full range of services and
programs available; 2) Moving Through—an adult learning support center; and 3)
Moving On—culminating programs that assist with evaluation of career and life plans,

assistance with exit procedures, and referral to transition groups (Kerka, 1989).



Marital Status

Flores (1992) found no difference between persisters and non-persisters with
regard to marital status, as most first year students were single. However, Chacon et al.
(1986), found a strong relationship between being married, having children, and putting
in many hours of domestic labor, thus detracting from time spent on studies, and

ultimately, resulting in an increased chance of academic failure.

Socio-Economic Status

There appears to be little agreement in the literature on the significance of
socioeconomic factors such as income level and parental educational attainment on rates
of persistence and non-persistence. Mediating variables, such as motivation and ability,
appear to operate in differential relationships between a student’s socioeconomic status
and persistence (Flores, 1989). However, a recent study that tracked 25,000 teenagers
over six years found that—more than race, ethnicity, sex, or test scores—family income
was the major factor that determined expectations and future education of the teens
(Honan, 1996). The study, conducted by the University of Chicago, found that 48% of
those in the lowest income group attended two-year community colleges and only 37%
attended four-year institutions. A longitudinal study found that only 7% of all low
income students obtain a bachelor’s degree by age 26 (Carey, 2004). Nielsen (1986)
reported that the two major determinants of educational expectations were ability and the
socioeconomic status of the family. On the other hand, a review of the research by
Santos (1986) found that family income was the least important influence on college

attendance. Flores (1992) found significant differences between non-persisters, who
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reported parental incomes under $20,000, and persisters, who reported parental incomes
between $20,000 and $25,000.

The poverty rate for Hispanics is high; they continue to lag behind other ethnic
groups in income (Hernandez et al., 2001; Wells, 1989). The desperate poverty facing
many Hispanic youth puts pressure on them to drop out of school and find a job; indeed,
supporting the family and contributing to its welfare is one of the most pressing cultural
values. This need to support the family often takes precedence over the desire to attend
college. Additionally, the ability of minority students to be able to afford a college
education declines as college costs rise and availability of financial aid declines (Solmon
& Wingard, 1991). Many of these students cannot afford the luxury of attending school
and deferring an income-generating job when their parents and siblings live in poverty.
Valdivieso and Davis (1988) report that fewer Hispanic families have the earning power
afforded by two working parents. Married couple families account for only 70% of all
Hispanic families, compared to 80% of non-Hispanic families, and nearly 25% are
headed by a single female, compared to 16% of non-Hispanics. The poverty rate of
Hispanic married-couple families was 18.5% in 1992, which was up by 6% from 1979.
The poverty rate among Hispanic female head-of-households has reached almost 50%
(Hernandez et al., 2001). Lower family incomes and larger numbers of persons per
household are two of the many factors that hinder Hispanic participation in higher
education (De Los Santos & Rigual, 1994). And although Hispanics participate in the
labor force in large numbers, they are often relegated to low-wage jobs with few
opportunities for upward mobility, thus perpetuating the cycle of poverty (Hernandez et

al., 2001).

46



47

In the state of Texas in 1990, 47% of the households had incomes below
$25,000; that is projected to increase to over 53% by 2030. Additionally, 16.2% of those
households were ranked below the poverty level; that is expected to increase by 165% in
2005 (Murdock, 2003). In 1999, Texas ranked 33" in the nation in per capita income, at
$19,617, and ranked 30" in the nation in median household income, at $39,927. Median
income for Whites was $47,162, for Hispanics, $29,873, and for Blacks, $29,305. Over
52% of all households in the Corpus Christi region have an income less than $35,000. In
2000, 14.4% of all households in Texas lived below the poverty level; that is projected to
increase to 16.6% by 2040 (Murdock, 2003).

In 1990, the per capita income in the 43-county border region of Texas was
$15,570, compared to the state average of $20,162 (Sharp, 1998). In Lower South
Texas, the per capita income was just $13,200—almost 40% less than the state average.
Families of approximately 60% of high school drop-outs have incomes below $15,000;
40% of Hispanic children—and 72% of Hispanic single females raising children—Iive in
poverty (Valdivieso & Davis, 1988). Statewide, in 1990, 47% of all Texas households
had incomes below $25,000; that is expected to increase to 53.7% by 2030 (Murdock et
al., 1996). Nationwide, 28% of Hispanic families live below the poverty level,
compared with 7% for Whites (Goldberg, 1997). In Texas, the 16.2% of households that
lived in poverty in 1990 is expected to increase to 19.6% by 2030 (Murdock et al.,

1996). Nearly 15% of all Hispanic households have 6 or more persons, compared to
3.4% for non-Hispanic households (U.S. Census Bureau, 1993). The unemployment rate
for the border regions ranges from 5.8% in Corpus Christi, to 8.9% in El Paso, 11.1% in

Brownsville-Harlingen, and 14.8% in McAllen-Edinburg-Mission (Unemployment



48

Rates in the Coastal Bend, 1998). Historically, border college students study close to
home; nearly three out of four students enroll in universities close to home (Sharp,
1998). Given this economic and geographic propensity, TAMUK will almost certainly

have a high proportion of students from a lower socio-economic status.

Parental Education Level—First Generation

Research indicate that a student’s likelihood of attending a four year college
increases with the level of the parent’s education. A majority of national studies have
found that both parental education level and family income strongly influence the
decision to attend college. However, Flores (1992) found no significant difference
regarding parental educational attainment and persisters or non-persisters in college. On
the other hand, Bowen (1977) found that parental education was a better predictor of
college attendance than parental income. First generation students, whose parents have
no education beyond high school, have been found to be twice as likely to leave college
before their second year compared to students with at least one college-educated parent
(Choy, 2002). Another study conducted by the NCES found that students whose parents
had a high school diploma but no college degree were almost twice as likely to drop out
of college as students whose parents had a college degree (Reisberg, 1999). Even with
one parent who completed a college education, students were much more likely to report
high educational expectations at an earlier age and the appropriate high school
coursework as preparation for higher education. In 1992, one-third of all the high school
graduates had one or more parents who had earned a college degree; of these students,

93% were enrolled in higher education within two years of high school graduation, most



often at a four-year institution. Of the students whose parents did not go beyond high
school, only 59% were enrolled in higher education and over half of these students were
enrolled in community colleges. Additionally, if parents possess a college education,
they are much better prepared to assist their students along the path to college and are
much more active participants in the process (Choy, 2002; Lavin & Hyllegard, 1996;
Reisberg, 1999).

Even by the year 2000, the educational statistics in Texas remained alarming.
Texas ranked 45" in the nation for the percent of its population age 25 and over that had
graduated from high school and 27" in the percentage of college graduates age 25 or
older. Ninety percent of the Hispanic population over 25 years of age in Texas had less
than a college education; 52% had less than a high school education, while 22% had
completed high school, 18% had some college, and only 10% had obtained a college
degree. In the Coastal Bend region, the educational attainment rates remain dismal. Of
the total population in this area, 28% of the adults over age 25 did not complete high
school. Almost 25% completed high school and an additional 22.3% had attended
college but did not graduate. Only 5% had obtained an associate’s degree, while 15.6%
had obtained a bachelor’s degree and 7.6% had completed an advanced degree
(Murdock, 2003).

White college students tend to have parents with more education than Hispanics,
including more years in college and higher high school completion rates (Duran, 1986).
It’s not that Hispanic parents do not value higher education; one study found that nine
out of ten Hispanic parents expect their children to attend college. However, Hispanic

students are much less likely to have parents who attended college. Of the Hispanic
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freshmen at four-year institutions, more than two out of five are first-generation,
compared to one out of five White freshmen (Schmidt, 2003). Valdivieso and Davis
(1988) noted that Hispanic parents in the 25-34 age group were over three times more
likely to have not completed high school as non-Hispanics, and only 12% had completed
four or more years of college. Interestingly, a 1994 study at the University of Texas
concluded that Mexican-Americans whose families had lived in the United States for
three generations or more received slightly less schooling than did their parents
(Goldberg, 1997).

Low educational attainment of the parents, along with lack of access to
education, have been cited as reasons for continued high drop-out rates of Hispanics
(Hispanic Drop-out Rates Remain High, 1997). A majority of national studies indicates
a strong positive relationship between the education of the parents and the measured
intelligence, academic achievement, and extracurricular participation of students in
college.

Hispanic people are the least educated group of people in the United States. In
1989, a 25-34 year old Hispanic was almost five times as likely not to have completed
high school, and only 6% of this group had completed four or more years of college
(Valdivieso, 1990; Orum, 1985). Six years later, in 1995, more than one-half the
Hispanic drop-outs reported having less than a 10™ grade education (Hispanic Drop-out
Rates Remain High, 1997). These are the parents of the next generation of Hispanic
students. This is the age group most likely to have school age children and if they have
had a poor experience in education themselves, that may be reflected in how they raise

their children. Hispanic families may be less well equipped to support their children’s
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academic goals, given the short-term economic needs of an immediate paycheck versus
the long-term goal of a college education (Schwartz, 2001). Often, particularly for
Hispanic females, the parents expect students to live at home, commute to the local
community college, and help out around the home on evenings and weekends (Reisberg,
1999).

First generation college students face many barriers because they know little
about admissions and financial aid procedures, have little support from their families,
and are often poorly prepared (Haworth, 1998). Other studies found that first generation
students who actually enroll in college are less likely than children of college graduates
to complete their degree, often due to lack of support from significant others, lower
parental income, lack of other siblings in college, lower high school grades and test
scores, and less frequent enrollment in college preparatory courses in high school.
Additionally, first generation students were more likely to choose public, non-selective,
and two year institutions, and were less likely to live on campus. It appears that students
who have family members that have a college education may serve as role models and
encourage college attendance. First generation students were found to be less skilled
academically than peers whose parents went to college. They showed less skill in math,
reading, and critical thinking at the beginning of their college career and showed less
improvement than their peers during the first year of college. Additionally, they were
more likely to have family and work obligations, enrolled in fewer hours, devoted less
time to their studies, and reported less encouragement and support from their family and
friends. Those same students were predominantly female and Hispanic (Brown &

Burkhardt, 1999; Nunez, 1998; Terenzini, et al., 1996). Flores (1989) found that there
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was a significant relationship in persistence of students whose fathers encouraged them
to do well and whose mothers continually checked school progress. It has been found
that Hispanic mothers, who exert powerful influence over their daughters’ education and
career choices, may not even talk with them about pursuing higher education, due to
their own low educational attainment and socioeconomic status (Romo, 1998). It
appears that the interest and expectations that parents have for their children may bear a
higher relationship to college attendance and may be the most influential characteristic
of the family that will facilitate the student’s completion of college (Flores, 1989).

The First Generation Student Success Program at University of La Verne
(California) has shown remarkable success—of participants in its program, 86% enrolled
the following year (compared to 75% of all freshmen) (Reisberg, 1999). The first
generation program stresses parental involvement and provides each student with a
mentor. Workshops designed to teach students and their families about the college
admissions process, costs, financial aid, degree requirements and career opportunities,
are offered in Spanish, with the hopes of motivating the students to persist and helping
their parents understand and come to terms with the decision to pursue higher education.
Considering the demographic realities and geographic propensity of students, TAMUK

could benefit from similar programs aimed at first generation students.

Primary Language in the Home
Many of the educational problems that Hispanic students face begin in their
childhood, when they may receive little exposure to the English language (Schmidt,

2003). Duran (1986) found that one of the most critical barriers to academic success is
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language. He suggests that limited English ability in academic settings may be
manifested in lack of familiarity with vocabulary, reading skills, writing skills, and oral
comprehension and speaking skills. Additionally, students who reported that English
was not their first language earned lower college admissions test scores. According to
The Center for U.S. Mexican Studies (Goldberg, 1997), limited English proficiency is
the single most important obstacle to upward mobility among Mexican immigrants.
Between 1982-1992, the proportion of students entering higher education from second-
language backgrounds more than doubled (Adelman, 2004). Without a command of
English, it is difficult to survive, much less thrive, in the American culture. Language
problems have been found to be associated with failure to complete high school
(Hispanic Drop-out Rates Remain High, 1997). A Rand Corporation study found that
Hispanic immigrants come to America speaking less English than their Asian or
European counterparts (Goldberg, 1997). Marin & VanOss Marin (1991) found that
63% of the Hispanic population in the U.S. speak Spanish at home, and 25% speak little
or no English. In contrast, a study by Nielsen and Lerner (as cited in Nielsen, 1986)
found that English proficiency had no effect on student educational expectations;
however, the extent to which a student knew Spanish and used it in the home had a
substantial positive effect. Muniz (1994) also found that bilingualism had a positive

effect on aspirations and educational achievement.

HS GPA and Class Rank
The prediction of academic performance in college has often been based on high

school grade average (commonly called HSGPA) and class rank. Historically, high



school GPA alone has been found to be the best overall predictor of college GPA (Astin,
1990, Chissom & Lanier, 1975; Larson & Scontrino, 1976; Neal, 2002). However, Tinto
(1987) found that high school grades accounted for only about 12% of the variance in
staying or leaving; 88% of the variance was left unaccounted for. Much of the past
research that concentrated on predicting college students’ college grades from high
school grades and admission test scores is mixed and inconclusive. Duran (1986)
suggests that the bulk of current research shows that high school grades and admissions
test scores do not do as good a job in predicting Hispanic’s college grades as they do for
non-minority students. High school GPA and rank represent a cumulative and stable
character; they reflect a history of academic achievement rather than a one-shot
evaluation. However, high school grades have inherent limitations, as do admission test
scores. They are incapable of indicating whether student performance has been
moderated by the quality of education received and the opportunity to learn in a
classroom setting. Brown et al. (1980) found that a significant number of Hispanic and

29 ¢c

White students reported that “money worries,” “family obligations,” “poor place to
study,” and “parental disinterest” were impediments to high school work, but Hispanic
students were 15-20% more likely than Whites to respond that these factors were serious
detriments. Lower high school GPA’s imply that Hispanic students are less likely to
meet college admission standards (Duran, 1986). In a study of educationally under
prepared Black students in an urban community college, it was found that high school
average did not consistently predict academic success (Carroll, 1988). In a study of a

commuter-type university, White and Moseley (1995) found that the best predictor of

success (graduation from college within four or five years) was the number of academic
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courses taken in high school and the GPA of those classes. High school class rank was
found to be the second best predictor, while the total high school GPA was the third best
predictor. However, the literature is inconclusive regarding class rank; although it
appears to be related to the prediction of college GPA, as a measure of persistence, the

relationship is less clear and warrants further investigation.

High School Drop-out Rate/College Entrance Rates

The post-war baby boom (1946-1964) led to an unprecedented increase in the
number of young people of college age. However, in the late 1950s, the birth rate began
to decline, and as a result, the growth in the number of 17 and 18 year olds ceased and
remained somewhat constant until 1982, when it began to decline sharply (Solmon &
Wingard, 1991). During the post-baby boom period, although there were overall
decreasing birthrates, minority birthrates and immigrant birthrates increased. Thus, we
saw an increasing number of minority students at all levels of schooling. Yet high
school completion patterns do not reflect population trends; there are dramatic
differences in high school completion rates according to race and ethnicity. Between
1990 and 2000, 347,000 to 544,000 10"-through 12"-grade students left high school
every year (NCES, 2002). The high school completion rate for Blacks is near 76% but
for Hispanics, it is only 59%. More strikingly, the rate of high school completion for
Hispanic males has risen by only 1% over the past twenty years, while it has increased
from 57% to 65% for Hispanic females (ACE News, 2003). Compounding the problem

is the fact that Hispanic students are held back at least one grade at the rate of 13%,
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compared to 9% for Whites, and 18% for Blacks. The high school expulsion rate for
Hispanics is 20%, compared to 15% for Whites and 35% for Blacks (NCES, 2003).

In 1990, Hispanics had a 32.4% high school drop-out rate, as compared to 9% for
Whites, and 13.2% for Blacks (U.S. Census Bureau, 1993). In 1992, the national high
school completion rate for Hispanics was only 57.3% (De Los Santos & Rigual, 1994).
By 2000, the high school drop-out rate for Hispanics was 28%, compared to 7% for
Whites and 13% for Blacks (NCES, 2003). Richardson and Bender (1987) have referred
to this as the “pipeline problem”—the large number of minority students who drop out
of high school makes it difficult to track them into higher education. The percentage of
minority high school graduates is lower than that of Whites, and therefore, the
progression rates for minorities into college is lower (Solmon & Wingard, 1991;
Altbach, 1991; Olivas, 1986b, Santos, 1986). By 2000, of all Hispanics, ages 18-24,
only 64% have completed high school, compared to 92% of Whites and 84% of blacks
(NCES, 2003). The extremely high drop-out rates of minorities, coupled with very low
post-secondary participation rates, indicate that the fastest growing segment of the
population will also be the fastest growing pool of unskilled and low-skilled labor
(Hernandez et al., 2001).

It is well documented that Hispanics have the highest high school drop-out rate
of any ethnic group in America (Bennett & Okinawa, 1990; Blandin, 1994; Haro et al.,
1994; Wells, 1989). In 1974, the high school completion rate for Hispanics was 48.9%;
by 1985, it had increased to only 49.8% (Solmon & Wingard, 1991). In 1986, the drop-
out rate for Hispanics was 33-50%, and half of those drop-outs did not finish the ninth

grade (Sosa, 1990). In 1990, the high school drop-out rate in Texas was 12.5%; only
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22.1% of the population over age 25 had a college degree (Sharp, 1997). By 2001, the
high school drop-out rate in Texas had risen to 13%—one of the highest rates in the
United States (Vives, 2001). While White and Black students are graduating from high
school in increasing numbers, there is a continued high drop-out rate of 30% for
Hispanics, a rate that has held steady for over 20 years (Hispanic Drop-out Rates Remain
High, 1997; Latino Drop-out Rate . . ., 1997; NCES, 2002; Office of Educational
Research and Improvement [OERI], 1996). By 2000, Hispanics, ages 16-24, had a total
drop-out rate of 27.8%; first-generation Hispanics had a rate of 14.6%; second
generation had a rate of 15.9%, and Hispanics born outside of the United States had a
drop-out rate of 44.2% (NCES, 2002). Additionally, Hispanic females leave high school

at much higher rates than any other group (Gamboa, 2001; Vives, 2001).

College Aspiration and Preparation

The least educated ethnic group in America is the Hispanic population. Only
11% of all Hispanic adults over the age of 25 have obtained a bachelor’s degree,
compared with 27% of Whites, 17% of Blacks, and 47% of Asians (Schmidt, 2003). An
Educational Testing Services study found that only 55% of Hispanic eighth-graders
expect to earn a college degree, as compared to 68% of Whites and 64% of Blacks
(Smolkin, 1999). Much of the under representation of Hispanics in higher education can
be attributed to their preparation in elementary and middle schools and the lack of a
curricula that would prepare them for rigorous academic work in college. One factor
that has been found to be significant is the tracking into college preparatory courses

versus occupational courses. By choosing college preparatory curricula in high school,



minority students can more fully realize the value of higher education and can increase
their freedom of job and career choices, and ultimately, their chance of upward
economic mobility (Ballesteros, 1986).

The kinds of courses that students take in high school have been shown to have
strong effect on whether or not they pursue higher education. Hispanic students are
much less likely to have taken the college preparatory courses in high school, and in fact,
on average, by the age of 17, Hispanic students have been found to have the same math
and reading skills as White 13-year-olds (Schmidt, 2003). Studies have shown that
students who enroll in a high school curriculum that involves rigorous mathematics
courses are much more likely to attend college. Additionally, it has been found that
taking challenging math classes in high school can mitigate the effect of parental
educational level (Choy, 2002). Limiting the number of hours worked while in high
school also facilitates enrollment in higher education. Minority and low income students
are much more likely to have been educated in under-funded, poorly staffed public
schools that expect little and offer even less (Carey, 2004).

National studies of achievement tests indicate that Hispanic students’ educational
achievement begins to fall behind that of White students during elementary school and
this gap continues to grow during the high school years. A 1999 study by the
Educational Testing Service and the Hispanic Association of Colleges and Universities
found that only 55% of Hispanic 8" graders expect to obtain a college degree, compared
with 68% for Whites, 64% for Blacks and 72% for Asians. Other data cited imply that
Hispanic students are more likely to be under prepared in language arts, mathematics,

and science and are often tracked into non-academic coursework that does not provide
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preparation for college (Duran, 1994). In Texas, Hispanics, especially females, are often
enrolled in vocational tracks that offer little or no career or income potential. They are
often tracked into non-college preparatory courses in high schools and are often not
encouraged to pursue non-traditional fields (Romo, 1998).

Hispanic students’ often limited involvement in the educational mainstream leads
to less preparation for college. Many Hispanic students attend schools in districts with
low per-pupil expenditures, high pupil-teacher rations, and limited resources and thus are
poorly prepared for the rigors of college level work (Schmidt, 2003; Wells, 1989). In
the state of Texas, public school funding has historically been based upon property tax.
The state’s richest and poorest districts have a gap of over $600 per pupil spending
($24,000 per classroom of 20) (Cortez & Romero, 1997). Efforts to equalize funding
have been proposed for over 70 years, yet huge discrepancies still exist between the rich
school districts and the poor districts. In 1987, Texas’ school finance plan was held to
be unconstitutional, denying children in poor districts equal protection and failing to
provide an “efficient” educational system as required by the state constitution. The
decision was reversed by the Appeals Court, but ultimately, that decision was reversed
by the Texas Supreme Court which reaffirmed that the state’s school funding system was
unconstitutional and held for adequate state support for all schools (Walker, 1990).
Although a variety of funding formulas have been attempted over the past decade, there
continues to be a great deal of controversy and inequity. Due to the vast differences in
property values, the richest school district in the state had over $14,000,000 of assessed
valuation per child, while the poorest district has $20,000. In the 100 wealthiest

districts, property wealth is 20 times greater than in the 100 poorest districts (Ascher,



1993). Because Texas A&M University-Kingsville draws its students from a 13-county
area in South Texas, the vast majority of its students come from public schools which
are historically under funded and provide only minimal educational opportunities.

Ortiz (1986) verifies that Hispanic students are disadvantaged in many ways, but
particularly in regard to educational attainment, as they are more likely to be delayed in
school and drop out more frequently. In her review of literature regarding sociological
factors that influence educational attainment, she found that family background had a
sizeable impact on educational attainment since the family is the primary source of
achievement values, economic resources, and information about careers and work. Her
own studies found that first generation immigrants had considerably fewer years’
education in comparison to second and later generations and that second generations
were shown to have acquired more years of schooling than subsequent generations.
Additionally, because family needs take precedence over individual needs in the
Hispanic culture, a student may be expected to contribute to the financial support of the
family, perform a substantial amount of work at home, and provide moral support. This
interference may have a negative impact upon a student’s social and academic
integration because it reduces the time the student may have to spend on campus, to
interact with faculty and peers, and to take advantage of support programs and social
activities. Many Hispanic parents may not be able to fully support their children because
of socioeconomic factors, their own lack of education, or their lack of understanding of
what it takes to succeed in college (Muniz, 1994). There is also a growing body of
evidence that suggests that some minority students may come from cultures that devalue

academic accomplishments (Griffin, 2002). Many times, these students exhibit
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“disidentification” from academics, and often resist schooling and academic success
because they represent the dominant White cultural values.

Sosa (1990) found that colleges and universities met with success when they
extended outreach efforts to include community-based activities that focused upon
actively recruiting students at an early age, provided direct personal attention, focused
on enrichment (and not deficits), provided role models, and facilitated the educational
process. Programs that target feeder high schools to identify potential college entrants
and provide them with relevant information and contact can help close the gap between
students’ expectations of college and what it really is (Christoffel, 1986). Duran (1994)
recommends that a necessary component in Hispanic student success is strong
connections between schools, homes, and communities. Strengthening parental and
community participation in the educational process through outreach, transitional, and
bridge programs, appear to make meaningful connections to everyday life and the
welfare of the students. Other proven strategies include pre-enrollment programs,
summer orientation sessions, tutorials and academic enrichment activities, and student
outreach programs (Western Interstate Commission for Higher Education [WICHE],
1987). Neisler (1992) found that many universities are taking a proactive approach and
investing in students early through collaborative programs with middle and secondary
schools. In order to increase the numbers of students who are prepared for and
interested in higher education, such programs focus on skills enhancement, enrichment
activities, exposure to educational opportunities, and mentoring. Additionally, summer

bridge programs for secondary students which focused upon easing the transition from
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high school to college and provided remediation and academic enhancement were found
to be successful in recruiting and retaining students.

Hispanics and higher education leaders can accomplish more. Higher education
needs to develop and expand programs that bring high school students into the university
environment and provide necessary support services, including orientation programs and
first generation programs.

A much more active role with the public schools must be taken in order to
increase minority students’ understanding of college requirements and participation in
courses that would facilitate their transition to and persistence in higher education.
Unless the quality of public education is improved, minority participation and
persistence will remain low because students will not be adequately prepared for college
(Peng & Korb, 1991).

Institutions committed to educational quality for all students provide integrated
and comprehensive support services, including intrusive advising, collaborative study
groups, and faculty mentoring (Richardson & De Los Santos, 1988). Comprehensive
and ongoing counseling and advising for freshmen to integrate them into the college
environment appears to be very important for student success in higher education.
Nettles (1991) found that White students are better integrated academically, have higher
college admission exam scores, and have higher high school grades, all of which
contribute favorably to college success. Minority students were found to have lower
academic integration, significantly greater financial need, lower college entrance exam
scores, more interfering problems, and lower high school grades, all of which negatively

impact their college performance. Initial findings from universities that have
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implemented pre-college, summer bridge, and special orientation programs designed to
increase academic skills and foster social integration are showing signs of success
(Newman, 1994). Research has also found that college grades are an important factor in
persistence. Good grades indicate the student’s positive interaction with the academic
system; thus higher grades reflect the degree of academic integration and increases the

likelihood that students will persist (Muniz, 1994).

College Entrance Exam Scores

The American College Test (ACT) and the Scholastic Assessment Test (SAT)
have been used by colleges and universities for more than thirty years as objective
measures of the ability of graduating high school students to perform academic work at
the college level (Carr, 1999). Because the prime purpose of the ACT is to predict
college success, the relationship between ACT scores and high school GPA and college
GPA has often been regarded as very important in validating (or repudiating) what has
been accomplished in high school. In 1989, a major change in organization and test item
selection of the ACT was conducted to eliminate racial, cultural, and gender bias in the
test. ACT scores can range from 1-36. Any score below a 7 is considered to be in the 1%
percentile; 99% of all the test-takers score better. Similarly, a score of 31 is considered
to be in the 99™ percentile, meaning that at most, only 1% of the test-takers will score
higher. According to Bontekoe (1992), a student who scores 31 or above can expect to
be admitted to any number of highly prestigious institutions. Student with a score of 28
or better most likely will be accepted into all but the most elite institutions. Students

with a 19 or better are guaranteed entry into almost any standard liberal arts institution,

63



64

while students with 18 or less may have to “settle” for a less competitive state institution
or a community college (Table 1). A score below 19 is regarded as indicating minimal

readiness for college-level coursework (NCES, 2003).

Table 1
Mean ACT Composite Score by Ethnicity, 1990
Hispanic White Black Other Average
Texas 17.9 21.0 17.1 - 19.8
Nation 18.3 21.2 17.0 18.0 20.6

Note: Data taken from ACT Assessment Results, 1990 Summary Report

The abbreviation, SAT, originally stood for “Scholastic Aptitude Test” but was
changed to “Scholastic Assessment Test,” and in fact, the abbreviation SAT itself is now
the official name. It is designed to measure what students have accomplished—what
they have learned in school and on their own. In 1991, only one-quarter of all the SAT-
takers were minority students; that rose by 9%, to one-third of all test-takers in 2001
(NCES, 2003). Structured so that the average score on each section of the test is 800
(maximum score: 1600, combined verbal and quantitative scores), students who score
higher tend to do well in school and students who score lower tend to perform less well.
Also designed to predict success for first-year students, it has been argued that the SAT
is not a valid measure for college success (Marx, 2002). Rather than heavily weight the
scores for college admissions, they should be viewed as, “On the day of the test, this is
what a student’s reading and reasoning abilities were. Those abilities have been learned
over the course of years of reading and education and usually do, in certain ways,
suggest how successful a student will be at performing college-level work™ (Table 2)

(Marx, 2002, p. B11). However, it is argued that although high school grades are often
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the most accurate predictor of first year college performance, when used with the SAT
score, there is a significant increase in the prediction of college grades (Kobrin &

Milewski, 2002).

Table 2
Mean SAT Scores by Ethnicity, 1990-91
Hispanic White Black Other Average
Verbal 458 518 427 486 499
Math 462 513 419 492 500
Note: Data taken from College Entrance Examination Board, National Report on College-Bound Seniors, August

2001.

Almost all four-year institutions rely heavily upon high school grades, rank, and
admissions test scores as evidence of preparation for the academic demands of college
(Duran, 1986; Noble & Sawyer, 2001; Rodriguez, 1996). Astin (1977) reported that
college admissions tests are the second most potent predictors of college GPA and
persistence. These tests provide numerical measures and thus embody objective,
qualitative characteristics that can be interpreted in the same manner by different people.
However, achievement scores result from an isolated encounter with a test and alone do
not provide any indication of the quality of education or learning opportunities. Indeed,
as Pascarella & Terenzini (1980) pointed out, ACT scores are designed to be general
measures of educational development in the subject areas of English, math, social
sciences, and the natural sciences. A study done in 1984 indicated that Hispanic test-
takers were almost 15% less likely than white test-takers to have been enrolled in
college-preparatory programs in high school. Almost 80% of Whites had such a
background, versus 65-67% of Hispanics. Duran (1986), in a review of literature

focusing on college admissions tests, found that Hispanic students were much less likely



to have been enrolled in college preparatory classes prior to taking the tests than White
test-takers, thus affording an explanation of lower test scores. However, between 1990
and 1999, ACT data found that the proportion of all high school students who reported
having taken a curriculum of four years of English and three years of science, math and
social sciences, increased from 48% to 63% (McQueen, 1999). Other factors, such as
limited exposure to English and mathematics courses and English as a second language,
may contribute to lower admissions test scores of minority students (Duran, 1986). On
average, Hispanic students score 9-11% lower than White students on college entrance
exams (Schmidt, 2003). ACT scores have remained constant since 1997 with an average
score of 21; the average score in 1989 was 20.6. The gap among White students and
minority students (with the exception of Asian-American students, who averaged 21.7)
still persists; White students scored an average of 21.7, while Hispanic students scored
18.9, and Black students scored 17.1. Interestingly, the gap between men and women
test takers has narrowed. In 1990, men scored an average of 21.0 and women scored an
average of 20.3. By 1999, that difference had decreased to 21.1 for men and had risen to
20.9 for women (Carr, 1999). For the period of 1969-1992, SAT scores show that
Hispanic test-takers scored well below White test-takers, consistent with the evidence
cited on weaker academic preparation of Hispanics for college (Duran, 1994).

The correlation between high school GPA and college GPA was found to be even
higher than that between ACT scores and college GPA; thus, high school GPA may be a
more reliable predictor of college success than ACT composite scores. However, in his
review of several studies from other institutions on the correlation of ACT scores as

predictors of success in college, Bontekoe (1992) concludes that much of the research on
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the use of the ACT is not very supportive. In many cases, there was no appreciable
correlation with academic performance in college. None of the research he reviewed
clearly and definitively identified nor defined what particular ACT score was most likely
to produce a corresponding college GPA. In fact, it was concluded that students from
high schools where education is of poor quality and where family educational values are
limited are far more likely to obtain test scores in the low teens, regardless of natural
ability (Bontekoe, 1992). Pursel (1989), in a small study of students at a comprehensive
Midwestern university, found that both the ACT and high school class rank were
statistically significant predictors of performance for regular admission students, but
were not significant predictors for students who were admitted conditionally, thus
confirming the indeterminate nature of the scores. White and Moseley (1995) found that
SAT scores were the fourth best predictor of successful graduation at a commuter
university. In his study of first year students at Trinity Christian College, Bontekoe
(1992) found a distinct relationship between ACT success and success in college.

In summary, the literature review appears somewhat inconclusive as to the
importance of college admissions tests scores in predicting success in college. As cited
in Flores (1989), several studies did not find a significant difference in test scores
between persisters and non-persisters, whereas other studies showed a significant

relationship between college GPA and patterns of persistence or withdrawal.

Factors Influencing Students: In-College Characteristics
Other than getting married or forming a stable, partnering relationship, or having

children, few choices have a more profound effect upon one’s life than the decision
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about college. For most students, this involves three questions: 1) whether or not to
attend, 2) where to attend, and 3) how to attend (Astin, 1993). In particular, Hispanic
education issues regarding access, application, acceptance, and persistence have not been
examined sufficiently (Olivas, 1986b). For traditional college-bound students,
attendance is a given fact; the issues of where to attend and how to succeed are
paramount. For minority students, many of whom have received marginal public
education and whose financial status is tenuous, the primary consideration is whether or

not to attend.

Enrollment in Higher Education

In 1904, only 4% of the country’s 18 year olds attended college; by 1997, 65% of
all high school graduates went on to some type of higher education institution (Levine &
Cureton, 1998a). Research on the numbers of Hispanics attending higher education
varies. From 1976 to 1995, minority enrollment increased from 17% to 26%, primarily
because of the increase in Hispanics (8% of total enrollment) and Asian/Pacific Islanders
(6% of total enrollment) (NCES, 2000). Although these numbers are encouraging,
minority students still tend to lag behind in the numbers of high school graduates that
enroll in higher education. In 1978, the college participation rate for all races was about
30%; by 2000, the rate for White students was 46%, compared to 40% for Blacks and
34% for Hispanics. The 1978 college participation rate for Hispanic men was 31.5%
and for Hispanic women, 27%. There has been a dramatic increase over the past twenty
years for Hispanic women, now at 37%, the rate for Hispanic men increased by less than

one percentage point, to only 31% (ACE News, 2003). Studies show that minorities,
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with the exception of Asian Pacific Islanders, tend to be concentrated in less selective
public universities, community colleges, and in traditionally Black institutions (Altbach,
1991). In 1985, Hispanic students enrolled in higher education were disproportionately
concentrated in fewer than 2% of the 3,100 colleges and universities (Olivas, 1986b).
By 1995, Black and Hispanic students each accounted for 11% of the enrollment in
community colleges (NCES, 2000). In 1974, the progression rate of Hispanic students
from high school graduation into college was 49%; by 1985, it had declined to 44.7%
(Solmon & Wingard, 1991). Carter and Wilson (1991) found that in 1990, 32.5% of all
White 18-24 year olds were enrolled in higher education, compared to 15.8% of all 18-
24 year old Hispanics, yet in 1992, statistics from the American Council on Education
reported that the college participation rate by Hispanic high school completers was
37.1%, with much of the increase attributed to a remarkable rise in the number of
Hispanic females attending college. However, this accounted for only 6.6% of the total
enrollment in higher education in 1992 (Carter & Wilson, 1994). Another study found
that Hispanics had a higher education participation rate of 22.9% in 1990, as compared
to 14.2% a decade earlier. However, this positive trend lags far behind the 1990
participation rates for Whites (35.9%), Asians (55.1%), and Blacks (27.1%) (Hernandez
et al., 2001). The 1990 college enrollment in Texas totaled 738,255; this is expected to
increase to 877,600 by 2005 and to 1,110,757 by 2030. Of the 1990 college students,
58% were White, 25.4% were Hispanic, 11.9% were Black, and 4.1% were Other. By
2030, college enrollment in Texas is projected to be 32.2% White, 48.2 % Hispanic,

9.9% Black, and 9.7% Other (Tables 3, 4 and 5) (Murdock, 2003).
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Table 3
College Enrollment Rates of High School Completers, Ages 16-24,
Enrolled in College as of October of Each Year

Total Hispanic White Black
1980 1,523,000 68,000 1,273,000 149,000
1985 1,540,000 72,000 1,264,000 140,000
1990 1,420,000 52,000 1,147,000 155,000
1995 1,610,000 155,000 1,197,000 179,000
2000 1,745,000 159,000 1,272,000 216,000
Source: American College Testing Program, unpublished tabulations derived from data collected by U.S. Bureau of
Census 2002.
Table 4
Total Fall Enrollment in Institutions of Higher Education, by Numbers
1980 1985 1990 1995
U.S. 12,096,895 12,247,055 13,818,637 14,261,781
Texas 701,391 769,692 901,437 952,525

Note: Data from NCES, 2001.

Table 5
Bachelor’s Degrees Conferred by Degree-Granting Institutions
Hispanic White Black Total
1980 21,832 807,319 60,673 934,800
1990 36,612 904,062 65,341 1,081,280
1996 61,941 898,224 94,053 1,168,023
1999 74,963 928,013 107,891 1,237,875

Note: Data taken from NCES, 2001.

Interestingly, in a comprehensive analysis of the forces shaping the Texas-
Mexico Border region, Sharp (1998) found that in the state of Texas in 1990, high school
graduates age 25 or older participated in higher education at almost the same rate as the
state average: 63.2% compared to 64.5% for the state. However, of all the bachelor’s
degrees awarded nationwide in 1991, only 4.5% were awarded to Hispanics (National

Science Foundation, 1993).
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In 1996, nearly two in three recent high school graduates enrolled in college, as
compared to just under five in ten in 1972 (Higher education: The changing
marketplace, 1997). However, in 1996, the attendance rate at Texas’ four-year
institutions of higher education was 14% below the national average, and Texas ranked
9™ among the 10 most populous states in bachelor’s degrees awarded to high school
graduates (Taking a Stand for Texas, 1996). Obviously, too few Hispanic students
enroll in higher education and even fewer graduate. Hispanics have not participated in
higher education in anything like their proportional representation in the general
population. If one agrees with the position that all groups in society ought to participate
in higher education at rates equal to their presence in the general population, Hispanics
are clearly under represented (Chahin, 1993; Luhrs, 1996). According to a report
released by the Educational Testing Service, getting more Hispanics to graduate from
college would halve the number of low-income Hispanic families and add an estimated
$130 billion annually to the economy (Smolkin, 1999). In a comprehensive research
report on projected population patterns and the demand for state services, Murdock et al.
(1996) concluded that a reduction in economic differences among ethnic groups in Texas
would dramatically alter the state’s service needs and overall socioeconomic condition.
An improvement of minority socioeconomic status would lead to enhanced
socioeconomic conditions and increased independence. Therefore, addressing such

differences is critical to the long-term economic and social well-being of the entire state.
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College Choice

A review of the literature reveals that Hispanics are under-represented in public
and private universities, are highly concentrated in community and junior colleges
(Avalos & Pavel, 1993; Blandin, 1994; Carter & Wilson, 1992; Flores, 1989; Lavin &
Hyllegard, 1996; Olivas, 1986a; Santos, 1986; Schmidt, 2003), and tend to be clustered
in blue-collar and semiskilled jobs (Hernandez et al., 2001; Marin & VanOss Marin,
1991). In 1986, 55% of all Hispanic students enrolled in higher education were
attending two-year institutions, compared to 36% of the White enrollees. A report by
the U.S. Department of Education found that almost 43% of the Hispanic high school
completers (ages 16-24) went directly from high school into a community college (U.S.
Department of Education, 1999). In 2000, Hispanic students made up 14% of the total
enrollment in community colleges and only 7% of the enrollment in four-year
universities (NCES, 2003). Among entering community college students that are
“minimally qualified for college,” only 7% of the Hispanic students eventually complete
a bachelor’s degree compared to 16% of the White students (Fry, 2004). While these
two-year institutions have increased access for Hispanics, they suffer from inherent
problems of student transfers, commuter programs, and large numbers of part-time
faculty (Olivas, 1986a). Although community colleges can be cost-saving measures for
the lower-division requirements needed by students seeking a bachelor’s degree, studies
have shown that they are not conducive to long-term success. Their “easy in, easy out”
procedures make for much more erratic patterns of attendance (Chacon et al., 1986).
The policies developed in the 1960s to rely on community colleges as the higher

education access point for minorities have not produced the desired results. Even though
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their participation increased dramatically, there has been little change in the economic
and social mobility of minorities (Richardson & Bender, 1987; Santos, 1986).

Access to higher education requires transfer from a two-year to a four-year
institution for more than half the minority student population (Richardson & Bender,
1987). In his longitudinal studies, Astin (1977) concluded that the chances of a student
who begins at a two-year college persisting to the baccalaureate degree are substantially
reduced. In California, it was found that 70% of the college-going Hispanic students
enrolled in community colleges in 1994, with only 7% transferring to a four-year
institution (Haro et al., 1994). The longitudinal study at CUNY found that bachelor
degree attainment rates for students who had initially enrolled at the community college
were vastly lower than those students who began their academic career at a four-year
institution (Lavin & Hyllegard, 1996).

Bachelor’s degree seekers who initially enroll at two-year colleges are far less
likely than students who begin at four-year institutions to attain a bachelor’s degree
within five years (Choy, 2002; Cuccaro-Alamin, 1996; Schmidt, 2003; Solmon &
Wingard, 1991). In 1989-90, 57% of the students who began at four-year institutions
had completed the degree five years later, compared to 8% of those who began at two-
year institutions. Many students failed to transfer to a four-year institution for the
completion of their degree. However, if they did transfer, they were equally as likely to
persist as those who began at four-year schools. Bachelor’s degree recipients who
started at two-year colleges were more than twice as likely as those who began at four-
year institutions to take six or more years to complete their degree (Choy, 2002). A

longitudinal study of 1989-90 beginning students found that bachelor degree seekers
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who began their studies at four-year institutions were much more likely to complete a
bachelor’s degree within five years than those who began at a two-year institution
(NCES, 1996). The Pew Hispanic Center conducted a study that found that White
students who began at community colleges were twice as likely as Hispanic students to
complete a bachelor’s degree (Fry, 2004). Solmon and Wingard (1991) state that one of
the primary factors in explaining minority enrollment at community colleges was that
they take into account the need for their students to work full-time and are therefore the
only choice for students who must earn more money than financial aid or scholarships
provide. The same conclusion was drawn from a study of City University of New York
students. Minority students were more likely to enroll at the community college and to
pursue a vocational curriculum, often working full-time while in school or dropping out

to help pay for school expenses and support a family (Lavin & Hyllegard, 1996).

College Admission Status

Colleges and universities with open admissions policies or minimal entrance
standards experience first year attrition rates from freshmen fall semester to sophomore
fall semester of 40-60% (Lavin & Hyllegard, 1996; White et al., 1985). Texas A&M
University-Kingsville is no exception. Institutions which are competitive in admission
criteria experience attrition rates from 8-12% from freshman fall to sophomore fall. At
highly competitive institutions such as Harvard, Notre Dame, and Rice, attrition is only
1-2% during the first year. Even among the best prepared students, nearly 60% of
Hispanics attend non-selective institutions compared to 52% of White students.

Additionally, of the less prepared students, approximately 66% of the Hispanic students
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enroll at open admissions institutions, compared to 45% of the White students (Fry,
2004).

In addition to a changing student population, Texas A&M University-Kingsville
has an open admission policy. In 1990, high school class rank combined with minimum
test scores determined admission status. Minimum test scores were not required for
students in the top 25% of their graduation class—these students were admitted
unconditionally. Students scoring an ACT of 17-20 or an SAT of 620-840 were
admitted conditionally and students scoring 16 or less on the ACT or 610 or less on the
SAT were admitted provisionally (TAIU Catalog, 1989-1992). Such students were
required to complete designated credit and non-credit developmental courses.
Consequently, there were a large number of the entering students that required
remediation.

Interestingly, in a longitudinal study from 1970-1984 of a new open admissions
policy at the City University of New York, researchers found that although students
entered the university with many handicaps, there were ultimately major successes. A
majority of the open admission students were economically disadvantaged, had parents
who were less educated, had lower high school GPA’s had taken fewer college
preparatory courses in high school, were first generation college students, and required
more developmental courses in college. However, ultimately, 56% of these students
graduated with a bachelor’s degree (Lavin & Hyllegard, 1996). These results support
the value of an open admission policy that provides access and opportunity for all

students.
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Enrollment Status

Delaying enrollment into postsecondary education by as little as one year after
high school is associated with poor persistence and lower degree attainment (Cuccaro-
Alamin, 1996). In 1989-90, almost one-third of beginning post-secondary students
delayed their entry. Delay rates are substantially higher for Hispanic students than for
the general population (Neilsen, 1986). This was found to be more common among
lower SES students and among students whose parents had not completed any education
beyond high school. Additionally, students who delayed were more than twice as likely
to attain no degree and to no longer be working towards a degree. Delayed entry often
means that students expend extra time, money, and effort in an attempt to eventually
reach the same educational status as students who follow a traditional entry into college.
It also signals the beginning of possible “malintegration”. As students start late and fall
behind, they may become discouraged and feel an increasing disparity between their age
and the traditional school population, thus leading to a propensity to drop out altogether
(Neilsen, 1986). Historically, persistence rates tended to be higher at private institutions
than public universities. However, between 1991 and 1997, highly selective public
universities increased their freshman-to-sophomore retention rate by nearly 3%, while
private four-year colleges suffered declines of more than 3%. Only 54% of the first year
students who started college at an “open door” institution went back the next year
(Cravatta, 1997). Additionally, it has been found that breaking enrollment continuity,
for whatever reasons, is associated with a significantly lower degree completion rates

(NCES, 1996).



77

In 1990, there were 11,959,000 students enrolled in higher education in the
United States. Of those students, 6,976,000 were enrolled full-time and 4,983,000 were
enrolled part-time; 6,719,000 were enrolled at four-year universities and 5,240,000 were
enrolled at two-year colleges. By 1999, enrollment had increased to 12,681,000
(7,735,000 full-time and 4,947,000 part-time; 7,089,000 at four-year and 5,592,000 at
two-year schools) (NCES, 2002). Full-time enrollment has been found to be associated
with higher persistence and degree attainment rates (Cuccaro-Alamin, 1996). Fifty-two
percent of the students seeking a bachelor’s degree who enrolled on a full-time basis
were more likely to complete their degree within five years as compared to 13% who
were attending part-time. It has also been found that full-time enrollment yields larger
increases in critical thinking skills than part-time enrollment, especially for first-
generation college students (Pascarella, 2001). Part-time attendance is generally
associated with students who are older, who are financially independent, and who work
full-time while enrolled. One-quarter of Hispanic students are enrolled part-time,
compared to 15% of White students. Studies have shown that part-time enrollment,
regardless of ethnicity, increase the likelihood of non-completion (Schmidt, 2003). In
addition, noncontinuous enrollment often reflects a students’ lack of funds and need to
work, which may interfere with persistence. In 1989-90, only 35% of the first-time
students who interrupted their studies for more than four months had completed a
degree, compared to 56% who had no break in continuity (Cuccaro-Alamin, 1996).
Twenty-five percent of the students who interrupted their enrollment were more likely to
still be enrolled five years after initially entering school, as compared to 8% who had

been continuously enrolled. Additionally, studies have shown that students who attend
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part-time and work more than fifteen hours per week are much less likely to persist in

college (Choy, 2002; Schmidt, 2003).

College Major

The decision about where to go to college and the choice of major are important
foundations of the college experience. The choice of major is an immediate outcome of
the prior educational process and is also a determinant of future outcomes for a student.
Preparation and achievement at pre-college levels, an individual’s preference for certain
courses of study (which may be encouraged by parents and societal expectations), and
labor market prospects are among the many factors that influence choice of major
(Turner & Bowen, 1999). In a nine-year, multi-institutional study of persistence, it was
found that the impact of a college major was significant yet indirect, transmitted through
the influence of major on the dimensions of social and academic integration (Stoecker et
al., 1988). The academic structure of the major department and the interpersonal
influence of faculty and peers contribute significantly to academic integration.
Indecision about career goals and lack of a specified major are common themes among
non-persisting students (Flores, 1989). However, Lewallen (1993) found that in a
longitudinal study of over 20,000 college freshmen, undecided students were no more
prone to attrition than declared majors. Although he found other variables that could be
considered predictors of persistence (background characteristics, student involvement,
and college environment), students who entered college with no selected major were

found to be more similar than different from declared major students. Tinto (1987)
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observed that weak goals often led to institutional departure. Conversely, high
commitment to the goal of college completion led to a high level of persistence.

Little research has been done on the choice of major and college persistence for
minorities. In a study by Stoecker et al. (1988), it was found that social sciences was the
only major to significantly affect persistence. They found that for Black men, the effect
of a social sciences major was negative and was positive for White women. They also
discovered that the primary impact of a college major on persistence was indirect,
transmitted through the influence of the major on the dimensions of social and academic
integration. Allen and Haniff (1991) found that males and females displayed significant
and traditional differences by gender, with females being over represented in the social
sciences and the humanities. They also reported that the race of the campus appeared to
be a significant differentiating factor in student’s major choices, with students on
predominantly Black campuses choosing to major in professional majors at higher rates
than students on predominantly White campuses, while Black students on White
campuses tended to major in social sciences and the humanities. In their study of
gender-related majors, Sumner and Brown (1996) found that the source of career-related
information was a significant determinant of future college majors. Students in
traditionally female-linked careers gained substantially more career information from
female family members, female friends, and female professors than did students in
gender-neutral or male-linked occupations. Flores (1992) reported no significance

related to the preference of majors between persisters and non-persisters.



Length of Time to Completion of Degree

In the last two decades, there has been a noticeable shift away from the pattern of
undergraduates receiving a diploma within four years (White & Moseley, 1995). About
one-half of the students who began their college education in 1989-90 obtained some
type of post-secondary credential within five years; four out of ten were no longer
enrolled, and one was still enrolled (Higher education: The changing marketplace,
1997). An ACT press release (2002) reported that 51% of students graduate within five
years (ACT, 2002). Another study found that when taking into account students who
transferred, graduated, or were still enrolled and pursing their degree, the six-year degree
attainment rate was 79% (ACE News, 2003). The NCES (1998) reported that of all
students beginning college in 1989, only 48% of the Whites, 47% of the Asian/Pacific
Islanders, 34% of Blacks, and 32% of Hispanics had achieved their baccalaureate degree
within five years. Another study at CUNY found that students took much longer than
predicted to complete their bachelor’s degree. Nearly half of the regularly admitted
students took more than four years to graduate, 16% took more than five years, 8% took
more than seven years, and 5% took over nine years. For the open admissions students,
time to degree completion was even longer. Almost 60% took more than four years to
complete their degree, 25% took more than five years, and 16% took over seven years.
Examining the ethic differences of the open admission students provided even more
revealing results. Twenty-five percent of the Hispanic students exceeded nine years
before completing their degree, compared to 7% of the White and 20% of the Black
open admission students (Lavin & Hyllegard, 1996). In 1995, Manno found that only

31% of the students earned an undergraduate degree within four years, down from 47%
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in 1977; over 66% took five or more years to complete a degree, up from about 55% in
1977. Astin et al. (1996) found that fewer than two out of five students graduate within
four years. In a study involving the University of Texas schools, Sharp (1998) found
that students in the 43-county border region of Texas take longer than the traditional four
years to graduate; fewer than one-quarter graduate within six years. Students graduating

from border institutions took an average of 6.7 years to complete a degree.

Participation in a First Year Orientation Course

A longitudinal study at the University of South Carolina (USC) confirmed the
positive association between the successful completion of a freshman year experience
course and increased retention and persistence (Shanley & Witten, 1990). Ina
longitudinal study of freshmen-to-sophomore retention rates, Fidler and Godwin (1994)
found that the Black students at USC who completed the freshman seminar had
significantly higher retention rates than White students and Blacks students who did not
take the course. Their findings support the value of designing first year seminar courses
that focus on cultural needs and by structuring the course as a student support group to
meet the needs of minority students. Another longitudinal study undertaken at the
University of Memphis from 1990-1995 found that the first year orientation course had a
significant impact on the persistence of Black students (Magun-Jackson, 1996).
Additionally, an annotated review of first year seminars and extended orientation
courses found that improvement in academic work, motivation to study, increased
retention, and higher GPA’s are common results for all students (Rice et al., 1991). A

single-institution study of the effects of a study skills course on high risk students found
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that the course was shown to have a positive impact on the majority of students who
took it. The students reported that it improved their study skills, improved their
knowledge about the institution and its resources, and provided stronger role models for
participants (Forster et al., 1999). While no study has implied a causal relationship
between these factors, a strong association exists and warrants further examination.

Early orientation programs can help address immediate concerns involving
finances, campus logistics, and matriculation requirements. These programs often
include diagnostic testing of student skills, preparation, and extensive career assessment,
in which students are helped to link plans, goals, college courses, and future career and
employment opportunities. Orientation programs provide an opportunity for students to
meet with faculty advisors. Pre-freshmen programs in the summer have been shown to
positively impact freshmen retention (Christoffel, 1986). Summer programs that focus
on basic skills, academic enrichment and developmental courses, as well as career

planning, all help to prepare students for a more successful freshman year.

College GPA

Typically, college grades earned in the first year are a commonly adopted
indicator of future success in college (Duran, 1986). It is a well known phenomenon that
relationships among variables that are collected across different points in time grow
weaker as the intervals separating points of measurement increases. In considering
college grades and information gathered from high school, this decrease in relationship
of variables results from individual growth and learning while in college. In a study of

over 700,000 students, it was found that high school grades did not accurately predict



academic achievement in the first year of college. Rather, the results of the study
indicated that college grades reflect noncognitive factors as well as achievement (Noble
& Sawyer, 2001). Metzner and Bean (1987) found that college grade point average had
the highest impact on drop-out rates; however, past high school performance, age,
educational goals, and minority status were found to have had significant effects on the
grade point average. Flores (1992) found a significant difference in college GPA
between persisters and non-persisters. In her study, a greater number of persisters
reported their overall GPA’s in the 3.25-4.0 or 2.24-3.24 range.

Good grades appeared to be extremely important reinforcers that maintain and
strengthen a student’s academic performance and decrease the chances of dropping out.
More attention needs to be given to those educational experience factors that a student
has in college which promote change and growth in their learning, particularly those that
are believed to influence Hispanics’ success in college. Additionally, academic
performance may be somewhat influenced by the variance in socioeconomic,
demographic, and psychological factors that affect persistence or non-persistence in

college.

Financial Aid Status

The cost of attending a college or university is a significant obstacle for many
low- and middle-income students. Even finding a way to finance a college education
represents a hurdle for many families and students. Research has shown that families
must have an annual income of $70,000 to be able to afford a public university without

financial aid ($100,000 for a private university) (Choy, 2002). There is some evidence
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that financial aid may have an impact on the racial gap in enrollment and completion;
however, any change in policy—an increase in tuition or a decline in financial aid—will
disproportionately affect lower-income students who are more cost sensitive (Kane,
1994). A $100 increase in tuition is associated with a ten percentage point decline in
enrollment rates among students from below median SES and a 4.4 percentage point
decline in students above the median. Federal student aid has dropped dramatically and
students are borrowing more to finance their education (Astin et al., 1996; Levine &
Cureton, 1998a). By 2002, loans accounted for nearly 70% of all federal financial aid,
up from 56% in 1982 (Schmidt, 2003). However, financial aid has made college
possible for low-income students who completed a rigorous high school curriculum and
who took all the necessary steps for enrollment (Choy, 2002).

A 1990 meta-analysis by Tullisse A. Murdock (1990) of 49 studies of financial

aid and persistence found that financial aid:

e has provided equal educational opportunity to lower-income students;

e has promoted persistence among minority students, although minority groups
receiving financial aid continue to persist at lower rates than Whites;

e has a stronger effect on the persistence of students at community colleges
than at four-year colleges (possibly due to the larger proportion of minority
and low SES students who attend two-year colleges);

e appears to have a stronger effect on persistence during the junior and senior
years, (possibly because more time and money have been invested and

students have increased commitment to completion);
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e has a greater impact on full-time students than on part-time students (possibly
because part-time students are less likely to be eligible for aid, and receive
smaller amounts);

e grants and loans combined have a greater positive effect on persistence than
loans;

e dollar amounts have significant positive effects on persistence. (p.218)

However, the meta-analysis concluded that although financial aid has an impact
on persistence, there are other variables, such as academic preparation and socio-cultural
influences, that influence persistence. Interestingly, Stapleford and Ray (1996) found
that the availability of need-based aid had the most significant impact on college
attendance of middle- and lower-middle class students.

In studies cited by Millett and MacKenzie (1996), receipt of various forms of
financial aid impacted the type of institution that students were able to attend, widening
that arena for some, but restricting it for minority groups. Walker (1989) found that
offering proportional financial aid had a positive impact on the retention of Hispanic
students at community colleges. Non-campus and campus-based financial aid awards
were found to be more positively related to Hispanic student retention than high school
grades or cumulative grade point average at community colleges (Avalos & Pavel,
1993). The national CIRP data shows a steady increase in the numbers of students who
relied upon their parents for support and upon summer work to pay their school
expenses. The shift in federal student aid from grants to loans is even more pronounced,
with the proportion of students receiving Pell grants dropping from 31.5% in 1975 to

23.3% in 1990 (Dey et al., 1991). Olivas (1986a) found that Hispanics were largely
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dependent upon the single aid source of grants, leaving them particularly vulnerable to
cutbacks in that area. In the longitudinal study conducted at the University of Chicago,
the research indicates that adequate financial aid could help level the playing field to
provide access to higher education to students from lower socioeconomic families
(Honan, 1996). Astin and Cross’s study (as cited in Flores, 1989) found that student
who received loans had an inconsistent pattern of persistence, whereas students who
received grants and scholarships had increased chances of persistence. Several studies
support the idea that the receipt of scholarships and grants increased the likelihood of
college attendance, whereas loans did not (Millett & MacKenzie, 1996). Additional
income generated through college work study programs (fewer than 20 hours per week
and located on campus) also appeared to facilitate persistence (Flores, 1989; Olivas,
1986a). Students who worked outside of campus were less likely to be full participants
in college life and had added financial and psychological burdens placed upon them.

There has been a broad belief that students, whether they are from rich or poor
families, are on an even footing when they graduate from college. However, the fact is
that in 1975, loans made up only one-fifth of federal aid to students; nine years later,
they accounted for more than two-thirds of that aid. Meanwhile, grants shrank from
27% of federal aid to 21.9% (Newman, 1994). Loans as the dominant form of aid lead
to higher levels of student indebtedness. Students who come from poor families have
much heavier debt load, which can ultimately influence career choices. Also, students
who borrow the most heavily seem the least likely to complete their education

(Newman, 1994). Federal aid in the forms of grants and work/study are better methods

than loans to encourage the type of involvement in college life that promotes persistence.
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Poorer families are much more reluctant to borrow large sums for education, given that
tuition and fees at many schools can cost more than the average minority family income
(Newman, 1994). However, Tinto (1987) postulates that when students are satisfied
with educational experience, they are willing to accept a greater economic burden in
order to continue.

In 1989-90, students seeking bachelor’s degrees who were awarded financial aid
were more likely to attain their degree within five years than those who did not receive
aid. Also, students who did not receive aid were found to be more likely to have no
degree and to no longer be enrolled in postsecondary education. Students who did not
receive any aid were more likely to still be pursuing their degree (Cuccaro-Alamin,
1996). Additionally, students who were attending two-year colleges were less likely to
receive financial aid; the concentration of Hispanic students in those institutions raises
questions about widespread access to higher education (Olivas, 1986a).

The financial burden of attending college, particularly for low-income, first
generation Hispanic students, is taking its toll on retention and graduation rates. To help
alleviate the financial strain, institutions should make every effort to provide
scholarships for its students. More and more college students are working to help pay
for the cost of higher education. “When federal and state policymakers decided to shift
college costs from the public and parents to the student, and to move from low tuition
and grants to student work and loans, they all but ordained that a culture of ‘work now,
study in between’ would take hold” (Marchese, 1996, p. 4). We know that taking on too
much work load can have a negative effect on persistence (Bracey, 1998; Kramer, 1994;

Astin, 1993). As opposed to working long hours, borrowing does not appear to have a
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negative effect upon persistence. Longitudinal studies have shown that students who
borrow are just as likely to graduate as those who don’t (King, 1998). Finding a
reasonable balance between working and borrowing becomes the role of financial aid
personnel, advisors, and even faculty mentors in order to help students understand that it
maybe in their best interest to incur more debt load through borrowing rather than
working longer hours (King, 1998).

In 1996, border students’ loans averaged $4,023 per student, slightly below the
state average of $5,200. However, because border students enroll in an average of only
10 hours per semester, they take longer to graduate, and thereby incur more total debt
load (Sharp, 1998). Sixty-three percent of these students receiving financial assistance
at border universities came from households with annual incomes of less than $20,000
(Sharp, 1998). Overall, these students received a total of $141 million in financial aid,

accounting for two-thirds of the total unmet need for financial assistance in the state.

Work Status

A substantial number of students work for pay while attending college, yet a key
risk factor for student persistence is work intensity (Carey, 2004). A recent study found
that fully 55% of American high school seniors worked more than 20 hours per week
and had lower grades than those who worked fewer hours (Bracey, 1998). Beginning
with this work pattern established in high school, the proportion of full-time students
who work while attending college has increased dramatically. In 1970, only about one
in three full-time students were working while attending school. One study reported that

by 1989-90, three-quarters of the full-time, dependent students held down some type of
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job, while 30% of those worked full-time; of the non-traditional students (part-time,
independent, over the age of 24), 46% of them worked full-time (Kramer, 1994). A U.S.
Department of Education study that examined two- and four-year institutions found that
a whopping 72% of undergraduates worked an average of 31 hours per week (U.S.
Department of Education, 1998). In 1995, nearly one-half of the traditional, full-time
students were working, and of those, nearly one in four worked more than 20 hours per
week (Higher education: The changing marketplace, 1997). By 1999, 77% of all
undergraduate students enrolled at four-year universities worked, and 26 % of those
students worked full-time. Over 19% identified themselves as primarily an employee
rather than a student working to earn extra money (Choy, 2002). Many students who
work typically attend school part-time yet part-time attendance has been shown to be
negatively associated with persistence (Carey, 2004; Kramer, 1994; Astin, 1993).
However, overwhelming concerns about how to pay for their education cause these
students to pursue employment, regardless of the toll it takes. Many students face the
decision to drop-out, stopout, or attend part-time due to the cost of higher education
(Levine & Cureton, 1998a).

For thousands of students, the typical college experience consists of little more
than commuting to a campus for a few hours of classes, then driving home again (Astin,
1993; Choy, 2002). Those few class hours per day are sandwiched in between family
obligations and off-campus jobs. There are myriad reasons proposed as to why students
are working so much. Increased college costs, decreased financial aid, family
obligations, and reluctance to assume debt are all factors in a student’s decision to work

(Kramer, 1994). The question is no longer whether or not to work, but how much to



work. Without working, many would not be able to finance their college education
(Pascarella, 2001). Although many students have little choice about work due to
financial limitations, evidence suggests that full-time off-campus work is negatively
related to persistence in college (Bracey, 1998; King, 1998; Cuccaro-Alamin, 1996). By
occupying discretionary time, off-campus work has been found to have the greatest
negative influence on a student’s ability to meet the requirements for normal progress
through college (Bracey, 1998). Working fewer than 15 hours per week can have a
positive effect upon a student’s likelihood of persistence in school but working more
than that has a negative effect (King, 1998; Pascarella, 2001). Interestingly, Astin
(1982) found that working part-time on campus was positively related to persistence.

When considering the Hispanic cultural value of familialism, it is consistent that
minority students from disadvantaged socioeconomic backgrounds will not understand
the value of delayed gratification because of the need to contribute to the family’s
financial status. Additionally, these students may have low regard for learning and low
self-esteem because they feel the schools do not recognize the legitimacy of their
cultural values and behaviors (Ballesteros, 1986). First generation students may be less
certain of their ability to complete their education and find good jobs; therefore, the fear
of incurring huge debt for school may prompt them to work more hours (King, 1998;

Kramer, 1994).

Housing Status
It has long been recognized that students living on campus enjoy larger and more

varied benefits of college than do commuting students. However, in 1994, only 30% of
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all college students lived on campus; the numbers living off-campus have tripled (Levine
& Cureton, 1998a). With so many students living off-campus due to work and often,
part-time attendance, campuses have become a place for academic instruction—social
life and living occur elsewhere. Research also shows discernible differences in the
social and intellectual climates of different residence halls on the same campus
(Terenzini & Pascarella, 1994). Astin (1977) indicated that the most important
environmental characteristic associated with college persistence was living in the
dormitory during the freshman year. Pascarella and Chapman (as cited by Flores, 1989)
found that, when all other variables were held constant, living on campus was
significantly and positively associated with first year persistence. Persisters who lived
on campus were more likely to spend weekends on campus and were more likely to be

involved in social activities and academic college life

Education: The Implications for Texas

The future of all of Texas depends upon the education of its population. In an
editorial by former Lt. Governor Bill Hobby (and former Chancellor of the University of
Houston), he recounted the following sobering statistics:

e The population is aging and the baby boomers are graying.

e The minority population is growing. By 2005, the population of the state will
be more than half minority. Texas currently has the second largest minority
population in the United States (28.3% Hispanic).

e Texas ranks second in people living below the poverty line. Thirty-three

percent of Hispanics, 31% of Blacks, and 14% of Whites live in poverty.
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e Texas ranks 39" in percentage of high school graduates and 33%in
percentage of college graduates. (Hobby, 1996)

If these trends continue uninterrupted, we will see a state faced with an unskilled,
uneducated labor force. One can predict growing prison populations and larger welfare
rolls. There will be a greater gap between the haves and have nots. The best answer we
have to this situation is education—the best way to improve the median income and
move people into the middle class is through education (Hobby, 1996).

The under-education of our nation’s population creates a spiraling effect which
feeds on itself in perpetuity if left unchecked, and places a moral, psychological, and
financial burden on the nation (Neisler, 1992). More education increasingly translates
into more pay. A college graduate is expected to earn up to $1 million more in his/her
lifetime than a worker without a college degree, with the difference as huge as $2.7
million for a college graduate compared to a high school drop-out (Vertuno, 1999). In
1997, men with a bachelor’s degree earned $52,817, compared to $38,478 for men with
some college, and $31,812 for men with high school diplomas. Women with a
bachelor’s degree earned $31,812, while those with some college earned $23,277, and
those with a high school diploma earned $18,509. On average, White men earned
$17,000 more than Hispanic men and White women earned $6,700 more than Hispanic
women (Smolkin, 1999). However, in Texas, if the current trends continue, it is
predicted that there will be a decrease in the educational attainment of the labor force. In
1990, slightly more than 24% of the labor force had graduated from high school; that is
predicted to decrease to approximately 22% by 2030. In 1990, slightly more than 13%

of the labor force graduated with a bachelor’s degree; that is expected to plummet to



10% by 2030 (Murdock et al., 1996). Several academics have suggested that the
benefits of a college education are not just monetary. Students develop a more positive
self-image, a greater sense of intellectual and interpersonal competency, exhibit more
tolerant views and attitudes, belong to more organizations, assume leadership roles more
frequently, are better informed about national issues, and vote more frequently (Bowen,
1977; Chickering, 1974; Pascarella & Terenzini, 1991; Tinto, 1975).

The financial burdens of the pressure for greater productivity and support for an
aging population will fall mostly upon younger workers. The annual cost for welfare
benefits and lost revenue due to under-education and underemployment is $75 billion.
The cost per prison inmate is $28,000; 60% of the prison population are high school
drop-outs (Neisler, 1992). Additionally, the combined impact of low income levels of
minority populations and high social service costs will impact future social security
projections. In 1990, there were 30 social security beneficiaries for every 100
contributors. As baby boomers age, the ratio is expected to change to 50 beneficiaries
for every 100 contributors. If these 100 contributors are educated and hold well-paying
jobs, they will be able to meet the demands of higher social security payments.
However, if the majority of those 100 contributors are members of historically
undereducated groups in low-paying jobs, they will be unable to sustain the social
security system. The hardest hit by any change in our social security system will be the
poor, underemployed workers with little or no savings and property (Neisler, 1992).

In the future, expanding technology, globalization, and an-ever-changing
marketplace will require that we have a more educated workforce. Jobs in the future

will require more advanced skills and a more literate population. Of the additions to the
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current workforce, about 15% are White males, 60% are female, and 25% are non-
White. Projections indicate that 50% of the future workforce will be minorities and
women. By 2020, 2/3 of American workers will be female or members of minority
groups who have historically had less education and fewer advantages (Justiz, 1994). A
report by a coalition of public education leaders in Texas, The Competitive Edge, states
that Texas public universities must graduate 15,200 more students each year beginning
in the year 2000 to maintain an educated workforce and remain economically
competitive (Taking a Stand for Texas, 1996).

Additionally, the economic ramifications of an undereducated population must
be examined. Current research shows that the average college graduate earns $1 million
more than the average high school graduate over a 40-year career (Ford, 1998).
Although personal income in Texas’ border region had risen to $15,570 by 1995
(compared to the state average of $21,118 and the national average of $23,196), one
must take into account the region’s greater share of children, adult non-workers,
unemployed adults, and low-skilled immigrant labor. The border regions’ average
annual wages in 1995 of $21,650 is not expected to increase significantly. The key
determinant in securing a high-skill (and therefore, higher-paying) job is a worker’s
educational level. Workers with more schooling tend to earn more money. The
unemployment rate is higher for persons with lower educational attainment.
Unemployment rates for the region surrounding Texas A&M University-Kingsville in
April, 1998, were 5.8% for Corpus Christi, 11.1% for the Brownsville-Harlingen region,

and 14.8% for the McAllen-Mission-Edinburg region (Unemployment Rates in the
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Coastal Bend, 1998). Increasing the levels of educational attainment of the workforce
population would decrease the unemployment rate (Sharp, 1998).

Considering all the varied factors that impact higher education and student
success, it is imperative that TAMUK study its particular population and determine
which, if any, factors appear to facilitate graduation from college. The ability to
understand what factors appear to facilitate success in college will need to be based on
sound knowledge of the population characteristics. There needs to be an extended range
of what are considered to be predictors of college success and also of the criterion
measures of college achievement. Tinto (1987) calls on universities to provide for social
and intellectual growth of an increasingly diverse student population. Policies and
practices based on prior research must be developed and implemented at TAMUK.
Variables relating to student persistence can be influenced by institutional policy
towards students. As suggested in work by Pavel and Reiser (1991), TAMUK needs to
needs to develop ways to compile a much more descriptive and analytically useful
database on its students, including institutional characteristics, programs, and

environmental factors that influence persistence and successful graduation from college.
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CHAPTER III

METHODOLOGY

According to Tinto (1987), students bring with them to higher education a variety
of differing family and community backgrounds as well as an assortment of attributes
and skills, personal values, and a wide range of pre-college educational experiences and
achievements. Each of these factors has an impact upon the student’s success in college.
Tinto believes that some degree of social and academic integration must exist as a
condition of persistence.

The purpose of this research was to describe the 1990 freshman class at Texas
A&M University-Kingsville and to investigate the varied and complex pre- and in-
college characteristics that appear to impact their success. An analysis of the data on the
1990 freshman cohort provided a descriptive profile of the students at Texas A&M
University-Kingsville and information about the relationship of variables that appear to
predict college success (graduation) for this population. Data on attrition and graduation
rates of those students were collected and analyzed and an attempt was made to
determine if there was a relationship between pre-college characteristics, in-college

characteristics, and graduation rates over a ten year period.



Research Questions

1. Who were the freshmen class of 1990?
a. What were the pre-college characteristics?
b. What were the in-college characteristics?
2. What happened to the first year students who entered TAMUK in the fall of
1990?
a. What percentage successfully completed college and graduated?
b. What percentage transferred to other institutions?
c. What percentage did not persist and did not complete a degree at
TAMUK?
3. What pre- and in-college characteristics appear to contribute to completion of
college for the TAMUK population?

No student population at Texas A&M University-Kingsville has ever been

formally studied. No cohesive data have ever been gathered in one place nor has student
data been thoroughly analyzed to determine pre-college characteristics, in-college
characteristics, and final status upon departure from the university. Student

characteristics to be studied included:

e Pre-College Characteristics, including age, ethnicity, gender, marital status,
HS GPA, HS Rank, HS of Origin, County of Origin, Residency, ACT/SAT

SCOICS.
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e In-College Characteristics, including admission status (provisional,
conditional, unconditional, transfer), enrollment status (full or part time),
number of hours enrolled fall 1990, academic major, TASP scores,
developmental courses, academic standing, and cumulative GPA at final
semester of enrollment.

¢ Final Status, including graduated, transferred, and non-persisting.

Population

The population for this study was the fall 1990 entering freshman class of Texas

A&M University-Kingsville (N=1,106).

Instrumentation

Data were collected from existing student educational records, including high
school transcripts, college admission applications, college transcripts, ACT/SAT tapes,
and THECB tapes, over a ten-year period (fall 1990—summer 2000). These data were

analyzed using SPSS, version 11.5.

Procedure

1. Data for this study were gathered from high school transcripts, ACT/SAT
tapes, college admission applications, and college transcripts. The first step

in the data analysis procedure was to describe and summarize the information
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utilizing descriptive techniques. Multivariate treatment was used to
simultaneously analyze potentially interrelated multiple independent
variables. Pre-college and in-college characteristics were analyzed using
SPSS v. 11.5 logistic regression and those that showed significance were
retained for the complete study. Those that were not significant were
discarded. There were low numbers of students reporting an SAT score; the
majority of TAMUK students took the ACT. Therefore, ACT scores were
utilized when available and the SAT-ACT Concordance Table for Recentered
SAT-I Scores was utilized to convert SAT scores to ACT equivalents to
derive one set of college entrance exam scores for comparison purpose.
TASP scores were not computed in the logistic regression model, as they
were considered to be redundant with ACT/SAT scores.

The goal of logistic regression is to predict the category of outcome for
individual cases. A model is created that includes all predictor variables that are useful
in predicting the response variable. Backward stepwise regression appears to be the
most preferred method for exploratory analyses, where the analysis begins with a full
model and variables are eliminated from the model in an iterative process. The fit of the
model is tested after each iteration to ensure that the model still adequately fits the data.
When no more variables can be eliminated from the model, the analysis is complete.

In logistic regression, the probability of an event occurring is directly estimated.
The probability estimates will always be between 0 and 1. The parameters of the model

are estimated using the maximum-likelihood method — the coefficients that make the



observed results more likely are selected. In this study, backward stepwise (likelihood
ratio) logistic regression was used to predict whether students would graduate from

TAMUK based on pre- and in-college variables.

Data Analysis

Logistic regression was developed specifically to deal with dichotomous
dependent variables. Logistic regression assumes curvilinear relationships between
independent and dependent variables; hence, a predictor variable’s influence on the
outcome is more likely to be reflected in the model if curvilinearity is present. Finally,
logistic regression computer routines directly estimate the probability of the outcome
variable (persistence) for each student on the basis of his or her values on the predictor
variables. This is very practical and useful information when the goal is to identify
students who are likely to drop out.

Most research studies are based on outcome data collected at one point in time.
This study consists of data collected at numerous points in time over a longitudinal
period of ten years. The knowledge gained from this study will enable TAMUK to
develop efficient methods for identifying high risk students and recommend
interventions for keeping them in school.

Descriptive statistics, including frequencies, percentages, means, and standard

deviations, were summarized and presented to compare demographic variables. Results

of the findings were analyzed using SPSS v. 11.5 backward (likelihood ratio) stepwise

multiple logistic regression techniques to determine if a model could be developed for

100



101

predicting success at TAMUK. Significance level was set at .05 or less for inclusion in
the model. Ethnicity, self-reported high school class rank, self-reported high school
GPA, ACT composite, enrollment status, and gender were entered into the total or full
model. Variables that were excluded from the model were age (88% < age 20), marital
status (91% were single), high school and county of origin (over 87% of the students
came from the surrounding counties), residency status (over 97% were from in-state),
admission status (redundant with ACT scores), college major (too much fluctuation), and
TASP scores (redundant with HS GPA and ACT). Success (graduation) served as the
dependent variable. At each step, the variables were evaluated for removal from the
model using the likelihood-ratio statistic. The data analysis was run only on students
who did or did not graduate from TAMUK; transfer students were not included. Also,
only those subjects with complete data sets (all significant variables) were used in the

analysis.
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CHAPTER 1V

RESULTS

Research Question 1. Who Were the Freshmen Class of 1990?

The descriptive analyses of the 1990 entering students yielded some expected
results as well as some surprising findings. The class was largely Hispanic, traditional
college students who were single, age 18, from South Texas, who self-reported that they
were above-average students, yet they performed rather poorly in college and failed to
complete in large numbers.

a. What were the pre-college characteristics?

Number by Ethnicity

A total of 1106 first year students enrolled at TAMUK in the fall of 1990. The
majority of the students were Hispanic (68.2%), compared to 24.9% who were White,
5.5% who were Black, and 1.4% who were Other. Nationally, in the fall of 1990,
females accounted for 53.8% of all first-time full-time college students (Dey et al.,
1991). However, at TAMUK in 1990, only 46.6% of the students were female
compared to 53.4% who were male (Table 6).

The ethnicity of the 1990 freshmen class reflects the population of South Texas,

particularly the five counties from which most TAMUK students originate. The ethnic
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breakdown of Brooks, Duvall, Jim Wells, Kleberg, and Nueces counties is 75.3%

Hispanic, 21.7% White, 2.0% Black, and 2.1% Other (U.S. Census Bureau, 1993).

Table 6
Total Number and Percent of Students Enrolled Fall 1990 as
Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total Combined
Female Male Female Male Female Male Female Male Female Male Total
Number 381 373 113 162 16 45 5 11 515 591 1106

Percent 3445 33.73 10.23 14.65 1.45 4.07 0.45 0.99 46.56 53.44 100.00

Age

The ages of the fall 1990 freshman class at Texas A&M University were very
typical of traditional first year college students; the majority (61%) were 18 years of age.
An additional 18% were 19 years of age and 5% were age 20. Less than 4% were under
18; the remaining 12% were age 21 and over (Table 7).

It appears that TAMUK is not attracting non-traditional students. Given that the
institution is a regional, residential university with typical undergraduate degree
programs, it is not surprising that the majority of entering freshmen were the traditional

college age of 18.

Marital Status

In examining the marital status of the fall 1990 entering students at TAMUK,
over 91% were single. Only 8% were married and fewer than 2% were divorced or

widowed (Table 8).



Age, Ethnicity, and Gender

Table 7
Number and Percent of Fall 1990 Entering Freshmen by
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Hispanic White Black Other Total Combined
Age Female Male Female Male Female Male Female Male Female Male Total
<17 10 6 10 5 4 1 2 1 26 13 39
Percent  0.90 0.54 0.90 0.45 0.36 0.09 0.18 0.09 2.35 1.18 3.52
18 248 226 70 95 0 25 0 3 328 349 677
Percent 2242  20.43 6.33 8.59 - 2.26 - 0.27 29.66  31.56 61.21
19 58 85 10 33 2 10 1 3 71 131 202
Percent  5.24 7.69 0.90 2.98 0.18 0.90 0.09 0.27 6.42 11.84 18.26
20 16 18 3 8 0 6 0 2 19 34 53
Percent  1.45 1.63 0.27 0.72 - 0.54 - 0.18 1.71 3.07 4.79
>21 49 38 20 21 0 3 2 2 71 64 135
Percent 443 3.44 1.81 1.90 - 0.27 0.18 0.18 6.42 5.79 12.21
Total 381 373 113 162 6 45 5 11 515 591 1106
Table 8
Number and Percent of Fall 1990 Entering Freshman by
Marital Status, Ethnicity, and Gender
Hispanic White Black Other Total Combined
Status Female Male Female Male Female Male Female Male Female Male Total
Single 333 358 91 157 16 43 4 9 444 567 1011
Percent 30.10 3237  8.22 14.19 1.45 3.88 0.36 0.81 40.14  51.27 91.41
Married 46 15 18 5 0 2 1 2 65 24 89
Percent 4.16 1.36 1.63 0.45 - 0.18 0.09 0.18 5.88 2.17 8.05
Divorced 1 0 4 0 0 0 0 0 5 0 5
Percent 0.09 - 0.36 - - - - - 0.45 - 0.45
Widowed 1 0 0 0 0 0 0 0 1 0 1
Percent 0.09 - - - - - - - 0.09 - 0.09
Total 381 373 113 162 16 45 5 11 515 591 1106
Percent 3445 3373 1025 14.65 1.45 4.07 0.45 0.99 46.56  53.44 100.00

Again, the students in this class reflect a traditional freshmen student population

who were overwhelmingly single. Given the fact that the majority of students were only

18 years old, and the fact that the predominant religion of the region is Catholic, it is not

surprising to find that less than 2% were divorced or widowed.
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High School GPA

The self-reported high school grade averages (again, commonly referred to as
GPA’s) of the fall 1990 entering freshmen indicated that the majority of students (62%)
had a “B” average in high school, while almost 22% reported an “A” average and 16%
reported a “C” average. Less than 1% reported a high school GPA of a “D” average
(Table 9). This indicates that most of the entering freshmen rated themselves as being of
average academic performance. Since TAMUK has an open-admission policy, it is
likely that the institution attracts a majority of low-to-average performing students. If
TAMUK were more selective in its admissions, most likely it could be expected that the
high school GPA would be significantly higher than at an open admission university.

Table 9

Number and Percent of Fall 1990 Entering Freshmen
by Self-Reported HS GPA, Ethnicity, and Gender

Hispanic White Black Other Total Combined
GPA Female Male Female Male Female Male Female Male Female Male Total
95-100 7 5 0 2 0 0 0 0 7 7 14
Percent 2.29 1.63 - 0.65 - - - - 2.29 2.29 4.58
90-94 25 18 3 4 0 0 1 1 29 23 52
Percent 8.17 5.88 0.98 1.31 - - 0.33 0.33 9.48 7.52 17.00
85-89 39 30 11 13 0 1 0 0 50 44 94
Percent 12.75 9.80 3.59 4.25 - 0.33 - - 16.34 14.38 30.72
80-84 38 39 6 9 3 1 0 0 47 49 96
Percent 12.42 12.75 1.96 2.94 -.98 0.33 - - 15.36 16.01 31.37
75-79 7 16 2 5 0 0 0 0 9 21 30
Percent 2.29 5.23 0.65 1.63 - - - - 2.94 6.86 9.80
70-74 5 8 0 4 0 1 0 0 5 13 18
Percent 1.63 2.61 - 1.31 - 0.33 - - 1.63 4.25 5.88
65-69 0 1 0 0 0 1 0 0 0 2 2
Percent - 0.33 - - - 0.33 - - - 0.66 0.66
<64 0 0 0 0 0 0 0 0 0 0 0
Percent - - - - - - - - - - -
Total N 121 117 22 37 3 4 1 1 147 159 306
Percent 39.54  38.24 7.19 12.09 0.98 1.31 0.33 0.33 4894  51.96 100.00

Note: Only 306 of the 1106 students reported a HS GPA.
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The use of self-reported high school GPA rank can be a methodological risk. To
rely on individual accuracy and unbiased recollection may be problematic. Research on
the disparity between actual and reported high school grades is very limited. However, a
recent study found that self-reported GPA’s were remarkably similar to official high
school records (Cassady, 2002). Another study by Kuh (2001) found that student self-
reports, although possibly subject to the halo effect, have generally been found to be

relatively constant across different types of students and schools.

High School Class Rank

Interestingly, a majority of the students (64%) who entered TAMUK in the fall
of 1990 reported that they were in the top quartile of their high school graduating class*.
Only 11% reported being in the bottom quartile, while the remaining 25% reported being
in the middle half of their graduating class (Table 10). Although their self-reported high
school GPA'’s indicated average performance, the self-reported high school rank
indicated that the majority of students deemed themselves to be above-average
performers, scoring in the top quartile of their classes. A possible explanation for this
discrepancy between self-reported GPA and high school rank could be that the high
schools in South Texas do not have a wide range of GPA scores. It was not unusual for
TAMUK to have students who did, indeed, score in the top 10% of their class with only

an 82.0 GPA.
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Table 10
Number and Percent of Fall 1990 Entering Freshman
by Self-Reported High School Rank, Ethnicity, and Gender

Hispanic White Black Other Total Combined

Rank Female Male Female Male Female Male Female Male Female Male Total
Top Quartile 208 174 62 75 9 11 2 2 281 262 543

Percent 2470 20.67 7.36 8.90 1.07 1.31 0.24 0.24  33.37 31.17 64.54
Middle Half 70 79 17 30 1 10 0 1 88 120 208

Percent 8.31 8.67 2.02 3.56 0.12 1.19 - 0.12 1045 14.25 24.70
Bottom Quartile 26 37 2 18 2 6 0 0 30 61 91

Percent 3.09 4.39 0.24 2.14 0.24 0.71 - 3.56 7.24 10.80
Total 304 290 81 12 12 27 2 3 399 443 842

Note: Only 842 of the 1106 entering students reported a class rank.

High School of Origin

There were 21 high schools in Texas that had 10 or more students attend
TAMUK in the fall of 1990. Almost half of the total students (44.6%) came from high
schools within 50 miles of Kingsville. An additional 6% were from high schools within
a 50-100 mile radius of Kingsville, while 3% were from a radius of 100-150 miles away.
However, a significant number of students (46.2%) came from Other high schools,
which included high schools further than 150 miles as well as high schools who had
fewer than 10 students that entered TAMUK 1in the fall of 1990. Over 38% of the
students were from the Kingsville-Alice-Corpus Christi triangle (Table 11). Based on
these data, it is reasonable to assume that the majority of students attend TAMUK due to
proximity. Also, there are a large number of very small high schools in the South Texas
area that had fewer than ten students who attended TAMUK, yet overall, the small high

schools account for a significant proportion of the total freshmen enrollment.



Table 11
Number and Percent of Fall 1990 Entering Freshmen by High School of Origin, Ethnicity, and Gender

% of All
Hispanic White Black Other Total Combined Students
School Female Male Female Male Female Male Female Male Female Male Total ‘Who Entered
0-50 mile radius
HM King Kingsville 53 41 17 14 2 2 1 1 73 58 131 11.8
Alice 41 30 6 13 0 0 0 0 47 43 90 8.1
Robstown 27 15 0 0 1 0 0 0 28 15 43 3.9
Bishop 9 8 7 8 0 1 0 0 16 17 33 29
Calallen 5 4 6 17 0 0 0 0 11 21 32 2.8
Falfurrias 19 11 0 1 0 0 0 0 19 12 31 2.8
Benavides 4 12 0 1 0 0 0 0 4 13 17 1.5
Premont 10 5 2 0 0 0 0 0 12 5 17 1.5
Carroll Corpus 7 0 3 3 1 2 0 0 11 5 16 1.4
San Diego 9 7 0 0 0 0 0 0 9 7 16 1.4
Orange Grove 5 2 4 4 0 0 0 0 9 6 15 1.4
Tulosa Midway Corpus 4 2 1 5 0 0 0 0 5 7 12 1.0
Riveria 3 3 4 1 0 0 0 0 7 4 11 1.0
Agua Dulce 3 4 2 1 0 0 0 0 5 5 10 9
Ben Bolt Palito Blanco 6 4 0 0 0 0 0 0 6 4 10 9
Miller Corpus 1 5 1 0 1 1 0 1 3 7 10 9
Number 206 153 53 68 5 6 1 2 265 229 494
Percent 18.63 13.83 4.79 6.15 0.45 0.54 0.90 0.18 23.96 20.71 44.67
51-100 mile radius
Hebbronville 19 8 2 0 0 0 0 0 21 8 29 2.6
Harlingen 6 9 0 2 0 0 0 0 6 11 17 1.5
Freer 2 7 2 1 0 0 0 0 4 8 12 1.0
San Benito 2 8 0 0 0 0 0 0 2 8 10 9
Number 29 32 4 3 - - - - - 33 35 68.0
Percent 2.62 2.89 0.36 0.27 - - - - 2.98 3.16 6.14
101-150 mile radius
Eagle Pass 15 17 1 0 0 0 0 0 16 17 33 3.0
Number 15 17 1 0 0 0 0 0 16 17 33
Percent 1.36 1.54 0.09 - - - - - 1.44 1.54 2.98
>151 miles or <10 students
Other 131 171 55 91 11 39 4 9 201 310 511 46.2
Number 131 171 55 91 11 39 4 9 201 310 511
Percent 11.84 15.46 4.97 8.23 0.99 3.57 0.36 0.81 18.17 28.03 46.20

801
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County of Origin

The largest number of students (56%) came to TAMUK from Kleberg County
and the adjacent four counties: Brooks, Duval, Nueces, and Jim Wells. Over 31% came
from 12 surrounding counties in South Texas, while only 13% came from Other counties
that were further away or that had less than ten students per county who attended
TAMUK. These findings support the literature that has found Hispanic students to be
less willing to attend college far from home (Choy, 2002; Flores, 1992; Muniz, 1994;
Munday, 1976; Sharp, 1998) (Table 12). Again, it is reasonable to assume that the
majority of students attended TAMUK due to proximity.

Also, given the large geographical land mass of many counties in South Texas
and the very low number of persons per square mile, it would not be unusual to find that
many of the remote, rural counties had fewer than ten students who attended TAMUK
(e.g., Kenedy County, 30 miles from Kingsville, covers 1,457 square miles with .3
persons per square mile; Maverick County covers 1,280 square miles with 36.9 people
per square mile; Webb County covers 3,357 square miles with 57.5 people per square
mile; Zavala County covers 1,298 square miles with 8.9 people per square mile; and

Starr County covers 1,223 square miles with 43.8 people per square mile).



Number and Percent of Fall 1990 Entering Freshman by County of Origin, Ethnicity, and Gender

Table

12

% of All
Hispanic White Black Other Total Combined Students
County Female Male  Female Male Female Male  Female Male  Female Male Total Who Entered
0-50 mile radius
Nueces 75 55 28 41 4 6 0 1 107 103 210 18.99
Kleberg 70 65 32 28 4 4 1 1 107 98 205 18.54
Jim Wells 60 40 13 15 0 0 0 0 23 55 128 11.57
Duval 14 27 1 1 0 0 0 0 15 28 43 3.89
San Patricio 9 6 5 1 0 0 1 0 15 19 34 3.07
Brooks 20 11 1 1 0 0 0 0 21 12 33 2.98
Number 248 204 80 87 8 10 2 2 228 315 603 54.52
Percent 22.42 18.44 7.23 7.87 0.72 0.90 0.18 0.18 26.04 28.48
51-100 mile radius
Cameron 20 43 2 4 0 0 0 0 22 47 69 6.24
Hidalgo 18 30 2 12 0 1 0 0 20 43 63 5.69
Jim Hogg 19 9 1 0 0 0 0 0 20 9 29 2.62
Webb 3 6 2 1 0 0 0 0 5 7 12 1.08
Willacy 7 3 0 2 0 0 0 0 7 5 12 1.08
Number 67 91 6 19 - 1 - - 74 111 185 16.73
Percent 6.06 8.23 0.54 1.72 - 0.09 - - 6.69 10.04
101-150 mile radius
Bexar 9 0 6 5 1 1 1 0 17 16 33 2.98
Maverick 16 6 1 0 0 0 0 0 17 16 33 2.98
Harris 4 2 2 7 4 8 0 0 10 17 27 2.44
Starr 11 7 0 1 0 0 0 0 11 8 19 1.72
Zapata 6 0 1 1 0 0 0 0 7 1 8 0.72
Zavala 2 4 0 0 0 0 0 0 2 4 6 0.54
Number 48 39 10 14 5 9 1 - 64 62 126 11.39
Percent 4.34 3.52 0.90 1.27 0.45 0.81 0.09 - 5.79 5.61
>151 miles or <10 students
Other 18 39 16 30 3 25 2 9 39 103 142
Number 18 39 16 30 3 25 2 9 39 103 142 12.84
Percent 1.63 3.53 1.45 2.71 0.27 2.26 0.18 0.81 3.53 9.31
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Residency Status

The vast majority of the fall 1990 entering class (97.8%) were from Texas, while
only 1% were from Out-of-State, and 1% were International (Table 13). TAMUK does

not appear to attract out-of-state or international students at the freshman level.

ACT Scores

The fall 1990 entering students at TAMUK had a mean ACT score of 16.8,
which was significantly lower than the national mean of 21 (Carr, 1999). When
considering ethnicity, the TAMUK students also scored well below the national mean.
The Hispanic students at TAMUK scored 16.4 compared to 18.9 nationally, while the
White students scored 18.1, compared to 21.7 nationally, and the Black students scored
15.8, compared to 17.1 nationally.

The TAMUK scores are consistent with the research that indicates that minority
students continue to perform below the norm for White students (ACT, 2002; Carr,
1999; Duran, 1994; McQueen, 1999; Noble & Sawyer, 2001). Even the mean ACT
score of 17.9 for TAMUK graduates was well below the national mean of 20.6. As
might be expected, the lowest mean ACT score of 15.7 was found among the students

who did not graduate from TAMUK (Table 14).



Table 13

Number and Percent of Fall 1990 Entering Freshmen by Residency Status, Ethnicity, and Gender

Hispanic White Black Other Total Combined
Residence Female Male Female Male Female Male Female Male Female Male Total
In-State 380 366 109 162 16 42 3 4 508 574 1,082
Percent 34.36 33.09 9.86 14.65 1.4 3.80 0.27 .36 45.93 21.90 97.83
Out-of-State 1 5 4 0 0 3 0 0 5 8 13
Percent .09 0.45 0.36 - - 0.27 - - 0.45 =72 1.18
Foreign 0 2 0 0 0 0 2 7 2 9 11
Percent - 0.18 - - - - 0.18 0.63 0.18 0.81 0.99
Total 381 373 104 162 16 45 5 11 515 591 1,106
Table 14
Mean ACT Composite Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender
Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Combined Total
All Students 16.08 16.68 18.16 18.23 15.71 15.89 21.00 22.00 16.46 17.04 16.75
N 246 233 55 83 7 18 1 1 309 335 644
SD 3.69 3.60 4.14 4.48 1.26 3.39 3.82 3.89 3.86
Graduates 16.92 18.07 19.56 20.25 — - — 22.00 17.40 18.60 18.00
N 72 56 16 16 1 88 73 161
SD 3.28 391 3.54 5.11 3.49 4.26 3.88
Non-Graduates 15.37 15.49 16.67 17.33 15.60 14.67 - - 15.58 15.85 15.72
N 64 71 12 24 5 9 81 104 185
SD 3.49 3.16 3.23 4.46 1.34 2.83 3.36 3.54 3.45
Transfers 15.94 16.75 18.00 17.98 16.00 17.11 21.00 16.37 17.10 16.74
N 110 106 27 43 2 9 1 140 158 298
SD 3.99 3.46 4.65 4.10 1.41 3.62 4.17 3.67 3.92
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When examining the verbal scores of the TAMUK students, once again, the
scores were very low for all ethnic groups, at an average of 16.5. The highest verbal
scores were by Other students while the lowest scores were by the Black students,
particularly Black males. Females had a mean verbal score of 16.9 as compared to the
males’ mean verbal score of 16.1 (Table 15).

Similar results were found when examining the ACT math scores of the TAMUK
students. The scores were very low for all ethnic groups, at an average of 16.4.
Interestingly, the highest math scores were by Other male students while the lowest
scores were by the Other female students. Overall, females had a mean math score of
15.66 as compared to the males’ mean math score of 17.08, both of which are

significantly lower than the national mean (Table 16).

SAT Scores

Consistent findings were also present when examining the SAT scores of the fall
1990 TAMUK students. When examining the verbal scores of the TAMUK students,
once again, the scores were very low for all ethnic groups. Hispanic students had a
mean verbal score of 340 (458 national score), while White students had a mean verbal
score of 403 (compared to 518 nationally), Black students had a mean verbal score of
325 (compared to 427 nationally), and Other students had a mean verbal score of 326
(compared to 486 nationally). Overall, TAMUK students scored a mean of 357 on the

verbal section of the SAT, compared to a national mean of 499 (Table 17).



Table 15
Mean ACT Verbal Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total

Group Female Male Female Male Female Male Female Male Female Male Combined Total
All Students 16.35 15.67 19.27 16.88 15.86 14.61 22.00 24.00 16.87 15.93 16.40
N 246 233 55 83 7 18 1 1 309 335 644
SD 4.29 4.26 4.24 5.56 248 4.88 4.39 4.69 4.54
Graduates 17.69 17.18 20.81 18.69 - - - 24.00 18.26 17.60 17.93
N 72 56 16 16 1 88 73 161
SD 3.59 4.27 3.35 5.10 3.73 4.51 4.12
Non-Graduates 15.14 14.58 18.25 16.88 15.00 12.67 - - 15.59 14.94 15.27
N 64 71 12 24 5 9 81 104 185
SD 4.46 3.94 2.73 5.60 1.23 4.03 4.25 4.50 4.38
Transfers 16.16 15.59 18.81 16.21 18.00 16.56 22.00 - 16.74 15.82 16.25
N 110 106 27 43 2 9 1 140 158 298
SD 441 4.26 5.05 5.67 4.24 5.07 4.63 4.71 4.67
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Table 16
Mean ACT Math Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Combined Total
All Students 15.45 16.82 16.65 17.57 15.57 16.17 14.00 21.00 15.66 16.99 16.35
N 246 233 55 83 7 18 1 1 309 335 644
SD 4.18 3.80 4.98 5.70 1.51 3.22 4.30 4.33 4.32
Graduates 16.21 18.20 18.19 20.50 - - - 21.00 16.57 18.74 17.55
N 72 56 16 16 1 88 73 161
SD 4.58 4.03 4.39 5.32 4.56 4.39 4.48
Non-Graduates 14.86 15.31 14.17 15.50 16.00 15.89 - - 14.83 15.40 15.15
N 64 71 12 24 5 9 81 104 185
SD 341 3.21 3.76 591 1.23 2.76 3.37 3.93 3.65
Transfers 15.30 17.11 16.85 17.63 14.50 16.44 14.00 15.58 17.22 16.45
N 110 106 27 43 2 9 1 140 158 298
SD 4.29 3.73 5.48 5.34 2.12 3.78 4.53 421 4.37
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Table 17
Mean SAT Verbal Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Combined Total
All Students 338.62 340.47 402.31 402.90 332.22 318.40 290.00 362.50 355.14 357.86 356.50
N 87 106 39 62 9 25 3 8 138 201 339
SD 75.65 70.55 85.79 87.52 38.66 78.03 17.32 125.21 81.59 84.94 83.27
Graduates 351.76 342.55 353.00 442.94 342.50 322.50 280.00 334.00 349.80 364.25 357.03
N 34 47 10 17 4 4 1 5 49 73 122
SD 64.83 73.74 63.08 80.29 45.74 53.77 119.08 62.26 88.00 75.13
Non-Graduates 308.67 338.82 368.57 363.57 303.33 298.89 295.00 335.00 322.59 338.33 330.46
N 15 17 7 14 3 9 2 2 27 42 69
SD 61.71 67.26 72.21 72.07 28.87 105.88 21.21 91.92 64.19 79.78 71.99
Transfers 338.68 338.81 43545 398.71 355.00 331.67 - 560.00 373.55 361.98 367.77
N 38 42 22 31 2 12 1 62 86 148
SD 87.06 69.82 86.23 90.77 7.07 1.91 96.48 84.28 90.38
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The mean quantitative scores of the TAMUK students, although slightly higher
than the verbal scores, were still low. Hispanic students had a mean quantitative score of
400 (462 national score), while White students had a mean quantitative score of 434
(compared to 513 nationally), Black students had a mean quantitative score of 355
(compared to 419 nationally), and Other students had a mean quantitative score of 452
(compared to 492 nationally). Overall, TAMUK students scored a mean of 409 on the
quantitative section of the SAT, compared to a national mean of 500 (Table 18).

There are several possible reasons for the low ACT and SAT scores of the
TAMUK freshmen. Given what is known about the university—it serves a poor,
regional, predominantly Hispanic area of the state—and given what is known about
public schools in South Texas—they are under-funded and often low-performing—it is
not surprising to see low college entrance exam scores. Students who attend TAMUK
may do so because they can be admitted there—if they applied to a more selective
university, they would be turned away. Also, these students most likely did not attempt
a rigorous, college-preparatory curriculum while in high school; in fact, many of their
high schools may not have even offered a more rigorous curriculum. When there are
only eight students in the graduating class of a high school, it is highly unlikely that the
school would be able to offer courses such as physics, calculus, Latin, honors classes, or
other advanced subjects. Finally, it can be assumed that English may be a second
language for the majority of these students, thereby possibly limiting their command of
written and spoken English.

b. What were the in-college characteristics?



Mean SAT Quantitative Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender

Table 18

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Combined Total
All Students 388.74 411.04 409.49 458.55 378.89 332.00 410.00 495.00 394.42 419.20 406.81
N 87 106 39 62 9 25 3 8 138 201 339
SD 79.33 92.03 84.07 93.54 72.19 64.82 141.77 107.44 81.33 98.59 89.96
Graduates 414.41 424.89 393.00 496.47 392.50 337.50 460.00 500.00 409.18 441.92 425.55
N 34 47 10 17 4 4 5 49 73 122
SD 60.36 84.18 75.73 97.34 87.70 77.90 106.07 64.90 96.17 80.54
Non-Graduates 334.67 420.00 377.14 428.57 333.33 327.78 385.00 410.00 349.26 402.62 375.94
N 15 17 7 14 3 9 3 2 27 42 69
SD 59.63 103.14 99.28 70.04 40.16 77.42 190.92 14.14 78.59 93.52 86.06
Transfers 387.11 391.90 427.27 451.29 420.00 333.33 - 640.00 402.42 408.02 405.22
N 38 42 22 31 2 12 62 86 148
SD 90.76 94.67 81.89 94.58 70.71 55.65 88.13 100.56 94.35
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Admission Status

Texas A&M University-Kingsville’s open admission policy required that the
official high school class rank be combined with minimum college entrance test scores
to determine an admission status. Minimum test scores were not required for students in
the top quartile of their graduation class—these students were Unconditionally
Admitted. Students scoring an ACT of 21 or above or an SAT of 850 or more were also
Unconditionally Admitted. Students scoring an ACT of 17-20 or an SAT of 620-840
were Conditionally Admitted and students scoring 16 or less on the ACT or 610 or less
on the SAT were Provisionally Admitted (TAIU Catalog, 1989-1992). (Note: upon
receiving a student’s application for admission, the Registrar’s Office at TAMUK
assigned the Admission Status, based upon the official high school rank and ACT/SAT
scores. Of the 1106 entering students, only 984 records indicated their Admission status;
the remaining 122 records were missing this data).

Of the 984 students who indicated an Admission Status, only 20% were
Unconditionally Admitted. More than 41% were Conditionally Admitted and 35% were
Provisionally Admitted (11% had no Admission status recorded).

More males (58%) than females (42%) were Unconditionally Admitted, while
57% of the Conditionally Admitted students were males, compared to 43% for the
females. In the Provisional Admission category, the gender division was even—50% of

the Provisionally Admitted students were males and 50% were females.



120

Ethnically, some interesting results were found. Of the students who were
Unconditionally Admitted (20%), over 51% were Hispanic, while 44% were White,
fewer than 2% were Black, and 3% were Other. In the Conditional Admission category
(41%), 68% were Hispanic, compared to 24% White, 7% Black, and 1% Other. In the
lowest category, Provisional Admission (39%), 77% of the students were Hispanic, 15%
were White, 7% were Black, and less than 1% were Other (Table 19).

Of the fall 1990 students who ultimately graduated from TAMUK, almost 25%
were Unconditionally Admitted (38% female and 62% male), while slightly less than
44% were Conditionally Admitted (50% for both male and female), and 23% (56%
female and 44% male) were Provisionally Admitted.

There appears to be a discrepancy between the students’ self-reported high
school class rank, self-reported high school GPA, college entrance exam scores, and
Admission Status. Although the majority of students reported that they were in the top
quartile of their class (64%) and had a “B” or better high school GPA (62%), the actual
college admission status suggests much lower performance. Over 77% of the
Provisionally Admitted students were Hispanic, suggesting that these low-performing
students were the least prepared for college-level work, whether due to poor high school

experiences, lack of access or opportunity, limited English skills, or other reasons.



Table 19

Number and Percent of Fall 1990 Entering Freshmen by Admission Status, Ethnicity, and Gender

Hispanic White Black Other Total

Status Female Male Female Male Female Male Female Male Female Male Combined Total
Unconditional

N 47 56 34 53 1 2 1 5 83 116 199

Percent 4.8 5.7 3.5 5.4 0.1 0.2 0.1 0.5 8.4 11.8 20.2
Conditional

N 126 151 39 57 8 20 2 3 175 231 406

Percent 12.8 15.3 4.0 5.8 0.8 2.0 0.2 0.3 17.8 23.5 41.3
Provisional

N 160 133 21 35 7 21 1 1 189 190 379

Percent 16.2 13.5 2.1 3.6 0.7 2.1 0.1 0.1 19.2 19.3 38.5

Note: Only 984 of the total 1106 application records indicated an admission status; 122 (11%) had no admission status recorded.
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Given two key factors—that TAMUK was charged with creating a middle class
in South Texas and that the institution has an Open Admission policy—it is not
surprising to find marginal students in this freshmen class. (Note: The Office of the
Registrar at TAMUK originally had access to official high school transcripts. The
official high school class rank and college entrance exam scores were calculated and an
Admission Status was assigned to each entering student. Unfortunately, the original
high school transcripts were no longer available for this study, so although the
Admission Status was based upon official records, the high school GPA was self-

reported).

Enrollment Status

The vast majority (87.4%) of the fall 1990 entering class enrolled as full-time
students. Only 12.6% enrolled for fewer than 12 hours. Of the full-time students, 44.7%
were female and 55.3% were male (Table 20).

Again, this reflects the traditional college population whose primary purpose is to
attend school rather than work full-time and attend school part-time. Most of this
freshman class entered as baccalaureate degree-seeking students, which one could expect

to find at a comprehensive regional university such as TAMUK.



Table 20
Number and Percent of Fall 1990 Entering Freshmen by Enrollment Status, Ethnicity, and Gender
Hispanic White Black Other Total

Status Female Male Female Male Female Male Female Male Female Male Total
Full-time 320 339 93 144 15 42 4 10 432 535 967

Percent 28.93 30.65 8.41 13.02 1.36 3.80 0.36 0.90 39.06 48.37 87.43
Part-time 61 34 20 18 1 3 1 1 83 56 139

Percent 5.52 3.07 1.81 1.63 0.09 0.27 0.09 0.09 7.50 5.06 12.57
Total Number 381 373 113 162 16 45 5 11 515 591 1106

Percent 34.45 33.73 10.22 14.65 1.45 4.07 0.45 0.99 46.56 53.44 100.00
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Number of Hours Enrolled Fall 1990

Students in the fall 1990 class enrolled in an average of fourteen hours for the
first semester. Students who ultimately graduated took slightly more hours, at an
average of 14.45, while students who did not graduate took an average of 13.93 hours
(Table 21). A total of twelve hours was considered full-time, so students were often
advised (particularly by the Financial Aid office) to take no more than 12-14 hours
during their first semester. It is important to note that students who were required to take
developmental classes were limited in what “college level” courses they could take as
freshmen. Students who required developmental courses were not allowed to take
classes that required extensive reading, such as History or Political Science, or
mathematics.

Therefore, many of the students enrolled in two or three developmental courses,
plus a general education course such as psychology, and a physical education class, for a
total of 14 credit hours. Given that the majority of the students took less than fifteen
hours per semester, the population at TAMUK confirms the fact that border students will

take an average of 6.7 years to graduate (Sharp, 1998).



Table 21
Mean Number of Hours Enrolled During First Semester for
Full-Time Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Combined Total
All Students 14.07 14.13 14.48 14.82 14.13 14.60 13.00 14.60 14.15 14.36 14.26
Graduates 14.21 14.39 14.67 15.34 13.75 15.00 12.00 14.63 14.26 14.62 14.45
Non-Graduates 13.73 13.85 14.11 14.23 14.14 14.21 13.50 14.50 13.82 14.01 13.93
Transfers 14.16 14.10 14.54 14.90 14.50 14.89 13.00 — 14.26 14.41 14.34
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College Major

The students of fall 1990 enrolled in a wide array of 46 different majors. Nearly
one-third of the freshmen class entered as Undeclared majors (27.7%). The most
popular major upon entry was Elementary Education (8%), followed by General
Business (7%), Pre-Engineering (7%), Accounting (4%), and Political Science (4%)
(Table 22).

There appears to be little propensity for any particular major among the entering
freshmen class of 1990; majors are across the board, with the exception of Education,
which may reflect remnants of the school’s original mission as a Teacher’s College.
Additionally, because nearly one-third of the students were Undeclared, this may very
well impact their ability to be academically integrated into the university. With no
declared major, no assigned major advisor, and presumably, no major-related student
organization to join, these students are at high risk for leaving the university. Such a
high proportion of Undeclared students would indicate a need for strong academic

advising and career counseling during the first semester or year of college.
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Table 22

College Major Upon Entry of Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Major Female Male Female Male Female Male Female Male Female Male Combined Total
Ag Business 3 2 1 5 0 0 0 0 4 7 11
Accounting 15 8 9 6 1 1 0 0 25 15 40
Ag Science 1 3 1 3 0 0 0 0 2 6 8
Animal Science 10 11 6 9 0 0 0 1 16 21 37
Art 3 3 2 5 0 0 0 0 5 8 13
BA Applied Science 0 0 0 1 0 0 0 0 0 0 1
Biology 5 6 1 3 1 1 0 0 7 10 17
Chemical Engineering 0 1 2 8 0 0 0 0 2 9 11
Chemistry 4 0 1 1 0 1 0 0 5 2 7
Civil Engineering 0 5 1 0 0 0 0 0 1 5 6
Communication 8 7 6 2 0 1 0 0 14 10 24
Communication Disorders 2 0 3 0 0 0 0 0 5 0 5
Comp Info Sys 10 5 1 0 0 2 0 0 11 7 18
Computer Science Eng 4 2 0 1 0 0 0 0 4 3 7
Economics 0 0 1 0 0 0 0 0 1 0 1
Electrical Engineering 3 21 2 5 1 1 1 4 7 31 38
English 0 2 1 0 0 0 0 0 1 2 3
Finance 1 4 1 3 0 1 0 0 2 8 10
General Business 28 25 6 13 2 4 1 0 37 42 79
Geography 0 0 0 1 0 0 0 0 0 1 1
Geology 0 2 0 0 0 0 0 0 0 2 2
Health 0 0 1 0 0 0 0 0 1 0 1
Health/Kinesiology 1 0 0 0 0 0 0 0 1 0 1
History 0 5 0 0 0 0 0 0 0 5 5
Human Sciences 8 1 3 0 0 0 0 0 11 1 12
IDS/Elem Education 58 12 16 1 0 1 0 0 74 14 88
Industrial Technology 1 1 0 1 0 0 0 0 1 2 3
LBA/Undeclared 98 122 26 36 3 18 2 1 129 177 306
Management 1 2 1 3 0 1 0 0 2 6 8
Marketing 7 4 2 2 0 2 0 0 9 8 17
Math 0 2 1 1 0 0 0 1 1 4 5
Mechanical Engineering 7 3 2 9 0 0 0 1 9 13 22
Med Tech 4 2 0 1 0 1 0 0 4 4 8
Music 6 15 1 0 0 0 0 0 7 15 22
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Table 22

Continued
Hispanic White Black Other Total

Major Female Male Female Male Female Male Female Male Female Male Combined Total
Nat Gas Engineering 0 0 1 2 0 0 0 0 1 2 3
Plant Science 0 0 0 2 0 0 0 0 0 2 2
Political Science 17 15 4 2 1 1 0 0 22 18 40
Pre-Dental 4 4 0 0 1 0 0 0 5 4 9
Pre-Engineering 10 43 2 14 1 5 1 2 14 64 78
Pre-Med 18 12 0 2 1 1 0 1 19 16 35
Pre-Nursing 17 1 1 0 0 0 0 0 18 1 19
Pre-Pharmacy 5 2 0 0 0 0 0 0 5 2 7
Psychology 17 6 4 4 2 1 0 0 23 11 34
Range Wildlife Science 0 3 2 10 0 0 0 0 2 13 15
Real Estate 1 2 0 0 0 0 0 0 1 2 3
Sociology 10 7 4 6 1 2 0 0 15 15 30
Theatre 1 1 0 0 0 0 0 0 1 1 2
Total 381 373 113 162 16 45 5 11 515 591 1,106
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TASP Scores

The Texas Academic Skills Program (TASP) was implemented in the fall of
1989 as an early assessment and academic support program for all students entering
Texas public institutions of higher education. Students were required to take the TASP
test to determine if they had the reading, writing, and mathematics skills to be successful
in college. Students found to have academic skill deficiencies were required to
participate in continuous remediation programs until skill mastery was demonstrated by
passing all three sections of the TASP test.

The state of Texas set a passing score on the Reading section of TASP at 230;
however, TAMUK chose to set the passing score at 240. Students who did not pass the
Reading section were not allowed to take core courses that required extensive reading
and comprehension, such as History and Political Science; thus, many of the students
who failed the Reading test were limited to taking developmental course and perhaps a
kinesiology course during their first semester.

Students who took the TASP Reading Test scored fairly well, with a mean score
of 244 on the first attempt. Those students who ultimately graduated had a mean first
attempt score of 252 compared to 232 for those students who did not graduate

(Table 23).



Table 23

Mean TASP Reading Scores of Fall 1990 Entering Freshmen by Gender and Ethnicity

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Total
All Students 237.79 244.28 259.35 252.54 253.43 226.13 255.67 250.44 243.01 245.60 244.05
N 298 267 84 109 14 23 3 9 399 408 807
SD 34.42 35.20 30.21 33.41 35.88 32.80 16.29 26.73 34.63 34.84 344
Graduates 245.75 255.36 257.03 261.42 266.50 226.75 267.00 252.43 248.83 255.81 252.32
N 109 102 30 33 4 4 1 7 144 146 290
SD 31.64 26.63 28.34 22.02 13.30 41.16 29.18 30.90 26.51 28.71
Non-Graduates 228.57 231.35 243.38 236.14 230.83 232.57 237.00 243.50 231.42 232.95 232.19
N 68 55 16 22 6 7 1 2 91 86 177
SD 35.89 44.59 38.18 44.6 43.65 29.18 21.92 36.60 42.77 39.67
Transfers 235.80 240.48 267.89 253.80 274.25 222.17 263.00 - 244.34 243.32 243.83
N 121 110 38 54 4 12 1 164 176 340
SD 34.67 34.16 25.27 32.06 19.97 34.36 35.28 34.38 34.83
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Students were allowed to take the TASP test as many times as necessary to
achieve a passing score. However, it was recommended that a second attempt not be
made until the completion of developmental courses. Interestingly, scores on the final
attempt of the Reading test were lower than the initial attempt in all categories of
students except the non-persisters, who had a mean final attempt score of 245 (as
compared to a score of 232 on the first attempt). It may be hypothesized that this was
due to the non-persisters’ participation in developmental Reading classes, which may
have helped improve their scores.

The minimum passing score on the Writing section of the TASP was 230 for the
state and 240 for TAMUK. The scores on the Writing section of the TASP test were the
lowest scores of all the three areas. The fall 1990 entering students scored a mean of
229. Even the students who ultimately graduated had a mean Writing score of 235, only
marginally above the state passing score (Table 24).

The Math scores of the TASP test were average, with the fall 1990 students
scoring a first attempt of 240. Although the state passing score was 230, TAMUK set
the passing score at 240. Many of the students who did not initially pass were required
to take developmental Math courses. The students who ultimately graduated scored

significantly higher that those that never did graduate (249 compared to 226) (Table 25).



Table 24

Mean TASP Writing Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Total
All Students 229.52 226.11 242.35 231.68 234.29 214.21 243.33 221.11 232.58 226.93 229.76
N 290 262 85 107 14 19 3 9 392 397 789
SD 30.22 31.61 28.81 31.73 33.45 28.54 25.17 30.19 30.37 31.60 30.99
Graduates 233.24 234.75 241.33 239.69 255.00 220.00 220.00 218.57 235.45 234.65 235.05
N 108 101 30 32 4 4 1 7 143 144 287
SD 27.47 25.32 29.80 36.76 30.00 28.28 33.88 28.15 28.82 28.49
Non-Graduates 226.09 220.93 233.75 225.00 218.33 214.00 240.00 230.00 227.13 221.18 224.16
N 64 54 16 22 6 5 1 2 87 83 170
SD 33.98 36.15 33.04 24.64 37.10 39.75 14.14 33.65 32.99 33.32
Transfers 227.97 220.56 246.67 229.62 237.50 212.00 270.00 - 232.96 222.88 227.92
N 118 107 39 53 4 10 1 162 170 332
SD 30.37 32.96 25.99 30.63 23.63 25.30 30.21 32.08 31.15
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Mean TASP Math Scores of Fall 1990 Entering Freshmen by Ethnicity and Gender

Table 25

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Total
All Students 232.02 241.41 251.38 255.86 241.43 215.91 269.33 258.00 236.74 24421 240.48
N 298 266 &5 109 14 23 3 9 400 407 807
SD 38.20 40.83 34.82 37.98 40.80 42.03 12.01 25.06 38.31 40.88 39.60
Graduates 242.22 252.02 244.60 266.27 269.25 237.25 281.00 265.14 243.74 255.47 249.61
N 109 102 30 33 4 4 1 7 144 146 290
SD 31.99 33.94 35.06 40.23 10.87 73.56 22.00 32.47 36.61 34.54
Non-Graduates 218.72 230.00 223.94 245.32 214.83 221.57 270.00 233.00 219.95 233.34 226.65
N 68 54 16 22 6 7 1 2 91 85 176
SD 36.57 47.98 34.70 30.26 39.66 37.43 22.63 36.30 42.94 39.62
Transfers 230.31 237.17 267.85 253.80 253.50 205.50 257.00 - 239.90 240.11 240.00
N 121 110 39 54 4 12 1 165 176 341
SD 41.79 40.97 25.21 38.49 42.81 31.43 41.46 41.25 41.36

eel
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The low scores on all three sections of the TASP test indicate many underlying
problems for these students. Whether it is because of poor preparation in high school,
the poor quality of the public schools, or the lack of a rigorous college-prep curriculum,
there appears to be a real disconnect among what the schools are producing, how the
students are performing, and what the university expects. The very low scores on the
Writing section of the TASP may reflect a lack of writing experience in high school as
well as limited English ability. Although no statistics were available on the TAMUK
students’ primary language in the home, it could be surmised that, given a population
that was 68% Hispanic, English would not be the first language of many of the students,
nor would they have mastery in written English. The fact that all scores are low should
send a signal to the university and to the public schools that there needs to be discussion

as to how to better align the high school curriculum with college expectations.

Developmental Courses

As previously stated, students who did not meet minimum passing standards on
each of the three sections of the TASP test were required to take the appropriate
developmental courses. The fall 1990 class of 1106 students took a total of 1081
developmental courses during their tenure at TAMUK.

Actual numbers of attempts show that 106 students at TAMUK (10%) took
Developmental Reading at least once, while 26 of those students (25%) repeated the

course a second time, and one student took the course eight times. Over 54% of the
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students who took Developmental Reading were male, compared to 46% who were
female (Table 26).

The TASP Writing test proved even more difficult than the Reading test for the
class of 1990. A total of 300 students (27%) were required to take Developmental
Writing and 92 students (31%) had to repeat the course, some up to seven times. Forty-
six percent of the students who took Developmental Writing were female, compared to
54% who were male (Table 27).

Math proved to be the most difficult for TAMUK students. Although only 299
students in the fall 1990 class (27%) were required to take Developmental Math, 127 of
them (43%) had to repeat the course two or more times. There were no significant
gender differences: 49% of the students who took Developmental Math were female and
51% were male (Table 28).

Due to the method in which TAMUK tracked developmental courses, it was not
possible to calculate an unduplicated headcount on students taking these courses.
However, it could be assumed that if the 300 students who took Developmental Writing
were the same students who took Developmental Reading (106 students) and
Developmental Math (299 students), the results would be that only 27% of the entire
freshmen class required remediation, which was lower than the national average of 55%

(Manno, 1995).



Table 26
Number and Percent of Developmental Reading Courses Taken by Fall 1990
Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total

Number of Courses Female Male Female Male Female Male Female Male Female Male Total
6-8 0 1 0 0 0 0 0 0 0 1 1
3-5 4 3 0 0 0 2 0 0 4 5 9
2 12 9 1 0 0 4 0 0 13 13 26
1 39 39 4 9 2 9 2 2 47 59 106
Total 55 52 5 9 2 15 2 2 64 78 142
Percent of Group Requiring 10.24 10.46 3.54 5.56 12.50 20.00 40.00 18.18 9.13 9.98 9.58
Developmental Reading

Table 27
Number and Percent of Developmental Writing Courses Taken by Fall 1990
Entering Freshmen by Ethnicity and Gender
Hispanic White Black Other Total

Number of Courses Female Male Female Male Female Male Female Male Female Male Total
6-7 2 2 0 0 0 0 0 0 2 2 4
3-5 14 14 0 3 1 4 0 0 15 21 46
2 28 35 2 10 1 14 0 2 31 61 92
1 112 112 21 34 4 15 2 0 139 161 300
Total 154 133 23 47 6 33 2 2 187 245 432
Percent of Group Requiring 29.40 30.03 18.58 20.99 25.00 33.33 40.00 18.18 26.99 27.24 27.12

Developmental Writing

9¢1



Table 28
Number and Percent of Developmental Math Courses Taken by Fall 1990
Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Number of Courses Female Male Female Male Female Male Female Male Female Male Total
10-14 0 0 1 0 0 1 0 0 1 1 2
6-9 6 5 1 1 0 1 0 0 6 7 13
3-5 24 26 2 4 1 9 0 0 27 39 66
2 50 43 8 15 2 9 0 0 60 67 127
1 114 98 25 39 7 12 2 2 148 151 299
Total 194 172 36 59 10 32 2 2 242 265 507
29.92 26.27 22.12 24.07 43.75 26.67 40.00 18.18 28.74 25.55 27.03

Percent of Group Requiring
Developmental Math

LET
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A national study found the proportion of students in the class of 1992 that
required one or more developmental classes was 42%. Of those students, 11% required
developmental reading and 70% did not complete their degree (Adelman, 2004). In
2000, on average, more than one-quarter of Hispanic students required remediation in
English and more than one-half needed remediation in math (Schmidt, 2003).

As a final note on pre-and in-college characteristics, it should be noted that
unfortunately, in 1990, TAMUK did not gather information regarding certain student
characteristics. Therefore, it was not possible to track some of the significant variables
that impact student attrition and retention as found in the literature review. There were
no institutional data maintained on socioeconomic status, parental educational level,
primary language in the home, high school curriculum, financial aid status, housing
status, or work status. Additionally, although high school transcripts were required for
initial admission to the university, the university did not use a computerized system until
1993; all hard copy records, including high school transcripts, were kept in storage until
they were destroyed after five years.

Another point to note: all freshmen students at TAMUK were required to take a
“University and Personal Success” orientation course, which was a 2-hour credit,
pass/no pass course. No retention data was kept on the cohort; however, it would appear
that because 100% of the students were required to take the course, there may be some
positive correlation with the 83% retention rate from fall-to-spring. However, it should

be noted that the first year retention rate (Fall 1990-Fall 1991) dropped to 50%.
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Research Question 2. What Happened to the First Year Students Who

Entered TAMUK in the Fall of 1990?

Of the 1106 students who entered TAMUK in the fall of 1990, 307 ultimately
graduated (28%), 490 transferred to other state institutions (44%), and 309 did not

persist (28%).

First Semester GPA

The first semester mean GPA of the fall 1990 class was disappointingly low at
1.89. The students who ultimately graduated showed more academic promise from the
start by having a mean GPA of 2.46. As might be expected, the students who did not

graduate had a lower mean GPA of only 1.53 (Table 29).

First Year GPA

By the end of the first year, the mean GPA’s had not changed much. In fact, they
were surprisingly static over the next several semesters. Overall, the mean GPA at the
end of the first year was just 1.97 (Table 30). Students who ultimately graduated
continued to have higher GPA’s (mean GPA 2.51) than students who did not persist

(mean GPA 1.58) and those that transferred (mean GPA 1.81).



First Semester (Fall 1990) Mean Cumulative College GPA of Full-Time Fall 1990 Entering Freshmen

Table 29

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Total
All Students
GPA 1.85 1.83 2.06 1.90 2.27 1.95 2.30 2.55 1.91 1.87 1.89
N 319 338 93 143 15 41 3 9 430 531 961
SD 1.08 1.08 1.05 1.10 1.22 1.01 2.07 0.87 1.10 1.08 1.09
Graduates
GPA 243 242 2.54 2.52 2.69 2.29 4.0 2.78 247 2.46 2.46
N 103 106 24 32 4 3 1 7 132 148 280
SD 0.87 0.87 0.88 0.79 1.06 0.42 - 0.73 0.88 0.84 0.86
Non-Persisters
GPA 1.31 1.55 2.17 1.51 1.54 1.87 0.00 1.75 1.46 1.58 1.53
N 81 86 19 38 7 19 1 2 108 145 253
SD 0.97 1.09 1.00 1.11 1.10 1.11 - 1.06 1.04 1.10 1.07
Transfers
GPA 1.73 1.56 1.78 1.84 3.15 1.97 291 - 1.78 1.68 1.72
N 135 146 50 73 4 19 1 - 190 238 428
SD 1.10 1.04 1.07 1.11 0.95 0.99 — — 1.11 1.06 1.08

ol



Table 30
First Year (Spring 1991) Mean Cumulative College GPA (Full-Time Students)

Hispanic White Black Other Total
Group Female Male Female Male Female Male Female Male Female Male Total
All Students
GPA 1.89 1.94 2.15 2.08 2.06 1.84 3.09 2.62 1.96 1.98 1.97
N 288 299 72 119 13 40 3 9 376 467 843
SD 0.95 0.86 0.95 0.89 1.14 0.83 0.66 0.67 0.96 0.87 0.91
Graduates
GPA 2.49 2.47 2.53 2.59 2.59 2.49 3.85 2.79 2.51 2.51 2.51
N 102 104 22 31 4 3 1 7 129 145 274
SD 0.70 0.67 0.81 0.66 0.82 0.60 - 0.62 0.73 0.66 0.69
Non-Persisters
GPA 1.35 1.58 2.11 1.75 1.37 1.68 2.62 2.00 1.49 1.64 1.58
N 70 78 16 31 6 18 1 2 93 129 222
SD 0.82 0.81 0.99 0.86 1.11 0.76 - 0.53 0.91 0.81 0.86
Transfers
GPA 1.72 1.72 1.93 1.99 2.73 1.89 2.81 - 1.78 1.82 1.81
N 116 117 34 57 3 19 1 — 154 193 347
SD 0.94 0.83 0.97 0.90 1.06 0.89 — — 0.95 0.86 0.90

4!
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Students who ultimately graduated from TAMUK had higher GPA’s during their
first year; conversely, students who did not persist or who transferred had much lower
GPA’s during their first year at college. In the university environment at TAMUK,
where there is a high proportion of students admitted on a conditional or provisional
basis and where large numbers of students require remediation, one can expect the
majority of students to have some difficulty in maintaining high GPA’s. Better
academic integration into the academic climate at the university, through intrusive
advising, mentoring, and contact with faculty, might help students perform better and

obtain higher GPA’s, resulting in more students who would graduate.

Academic Standing

At TAMUK, students were placed on Scholastic Probation (SP) if their
cumulative GPA fell below a 2.0. They were given one semester to raise their grades
above the minimum. If they did not succeed, they were placed on Enforced Withdrawal
(EW) for a semester, which meant that they had to sit out of school for at least one long
term. However, students could appeal that decision and request to be re-instated. As the
table below illustrates, the fall 1990 entering students spent an average of six semesters
at TAMUK, with three of those semesters being on Scholastic Probation and/or Enforced

Withdrawal (Table 31).



Table 31
Mean Number of Semesters of Enrollment, Scholastic Probation, and Enforced Withdrawal of Fall 1990
Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Female Male Female Male Female Male Female Male Female Male Total
Semesters Enrolled 6.04 6.08 4.96 4.89 5.63 433 4.00 9.55 5.77 5.69 5.73
N 381 373 113 162 16 45 1 11 515 591 1106
SD 4.55 4.63 3.98 4.13 345 0.30 - 5.20 443 4.49 4.46
Semesters on Scholastic
Probation 1.46 1.41 1.25 1.43 1.67 1.38 1.00 1.50 1.43 1.41 1.42
N 234 229 49 93 9 34 1 4 293 360 653
SD 0.92 0.80 0.52 1.00 0.87 0.74 - 1.0 0.86 0.85 0.86
Semesters on Enforced
Withdrawal 1.69 1.66 1.52 1.76 1.43 1.17 - 1.33 1.66 1.63 1.64
N 149 161 25 49 7 23 - 3 181 236 417
SD 1.03 0.94 0.65 1.16 0.79 0.39 - 0.58 0.98 0.96 0.97

evl
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The low GPA’s coupled with the number of students placed on Academic
Probation and Enforced Withdrawal reflect a lack of preparation for college. These
students most likely have poor study habits and do not perceive what it takes to succeed
in college. It may also be that these students lack academic integration into the
university. With one-half of their experience at TAMUK being in academic jeopardy, it

is no wonder that over two-thirds of the students transferred or dropped out entirely.

Retention and Graduation Rates

The entering freshmen class of 1990 had a low rate of graduation from TAMUK.
Only 27.8% of the students who began at the university completed their bachelor’s
degree at the institution within the 10 years under study. According to ACT (2002),
46.1% of the college students who enter public institutions graduate within five years.
The first graduates (n=3) from the TAMUK entering class of 1990 completed their
education by the summer of 1993. The largest number of graduates, 106 students
(34.5%), occurred at the end of the fifth year (1995). An additional 69 students (22.4%)
graduated by the end of the sixth year (1996). In the last four years of this study (1997-
2000), 77 more students graduated (25.1%), for a total graduation rate of 27.8% of the
original enrollment. Nationally, a ten-year longitudinal study found that over half (51%)
of all students who entered a public four-year institution graduated from the same
institution within six years (ACE News, 2003). In spite of the persistent myth that

circulates at TAMUK, students do not take any longer than average to graduate. Indeed,
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those students who did ultimately graduate did so in less than the national average of six
years.

The TAMUK attrition rate of 50% between the freshmen and sophomore year
exceeds the attrition rates found in other national research, which generally ranged
between 33-44% (Choy, 2002; Davidson & Muse, 1994; Levitz & Noel, 1989). A study
by ACT (2002) reported a freshman-to-sophomore attrition rate of 29% at state
institutions.

A review of the literature regarding gender and college success found that
although women have achieved equality in attendance rates with that of men, their
retention and completion rates tend to be lower (Flores, 1989; Schwartz, 2001; Tinto,
1987; Vives, 2001). Prior research also found that minority women are least likely to
persist in college and that Hispanic women have the lowest completion rate of all

populations (Chacon et al., 1986; Muniz, 1994) (Table 32).

Graduates

Nationally, about one-half to three-fourths of the students who began their
college education in 1989-90 obtained some type of post-secondary credential within
four or five years; four out of ten were no longer enrolled, and one was still enrolled
(ACT, 2002; Higher education: The changing marketplace, 1997). Twenty-five percent
of all the institutions that have and enrollment of at least 5% Hispanic students have a

Hispanic graduation rate of less than 30% (Carey, 2004).



Table 32
Retention and Graduation Rates of Fall 1990 Entering Freshmen by Semester

% Returning Grads as %  Grads as
Number % Original  from Previous # Grads by # Grads by Cum#of of Original Cum % of
Enrolled Enrollment Semester Semester  Academic Year  Year Grads Enrollment Enrollment
Fall 90 1,106 100 -
Spring 91 924 83.5 83.5 1™
Fall 91 554 50.0 59.9
Spring 92 538 48.6 97.1 2
Fall 92 454 41.0 84.4
Spring 93 413 37.3 90.9 3 3 3 3 3 3
Fall 93 386 349 93.4 6 9
Spring 94 361 32.6 93.5 46 52 4n 55 4.7 5.0
Fall 94 311 28.2 86.1 45 100
Spring 95 272 24.6 87.5 61 106 5t 161 9.6 14.6
Fall 95 208 18.8 76.5 33 194
Spring 96 170 15.4 81.7 36 69 6" 230 6.2 20.8
Fall 96 136 12.3 80.0 20 250
Spring 97 110 9.9 80.9 16 36 7" 266 3.3 24.1
Fall 97 93 8.4 84.5 7 273
Spring 98 79 7.1 84.9 13 20 g™ 286 1.8 25.9
Fall 98 66 6.0 83.5 5 291
Spring 99 62 5.6 93.9 6 11 9t 297 .99 26.9
Fall 99 53 4.8 85.5 1 298
Spring 00 42 3.8 79.2 9 10 10" 307 .90 27.8

Note: Summer semesters are not included as summer school enrollment fluctuates greatly and does not reflect consistent enrollment patterns; this table reflects
retention rates from fall to spring and spring to fall.

4!
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The NCES (1998) reported that of all students beginning college in 1989, only
48% of the Whites, 47% of the Asian/Pacific Islanders, 34% of Blacks, and 32% of
Hispanics had achieved their baccalaureate degree within five years. Twenty-five
percent of the Hispanic students exceeded nine years before completing their degree,
compared to 7% of the White and 20% of the Black open admission students (Lavin &
Hyllegard, 1996).

In 1995, Manno found that only 31% of the students earned an undergraduate
degree within four years, down from 47% in 1977; over 66% took five or more years to
complete a degree, up from about 55% in 1977. Astin et al. (1996) found that fewer than
two out of five students graduate within four years. In a study involving the University
of Texas schools, Sharp (1998) found that students in the 43-county border region of
Texas take longer than the traditional four years to graduate; fewer than one-quarter
graduate within six years. Students graduating from border institutions took an average
of 6.7 years to complete a degree.

The fall 1990 students at TAMUK tended to follow this same pattern. The
students who graduated spent an average of 5’2 years at TAMUK and had a mean
cumulative GPA of 2.8. Over 73% of the graduates were Hispanic, 21% were White,
2.6% were Black, and 2.9% were Other.

Of the 1106 students who entered TAMUK in the fall of 1990, 307 ultimately
graduated (28%), 490 transferred to other institutions (44%), and 309 did not persist
(28%). Only 3% of the students who enrolled in the fall of 1990 graduated within the

“traditional” four years. The majority of students who ultimately completed college at
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TAMUK graduated between the fifth and sixth year (57% of the total 307 graduates).
Of the 1106 students who entered TAMUK in the fall of 1990, 307 ultimately graduated
(28%), 490 transferred to other institutions (45%), and 309 did not persist (28%). Only
3% of the students who enrolled in the fall of 1990 graduated within the “traditional”
four years. The majority of students who ultimately completed college at TAMUK
graduated between the fifth and sixth year (57% of the total 307 graduates) (Table 33).
Nationally, in the fall of 1990, females accounted for 53.8% of all first-time full-
time college students (Dey et al., 1991). At TAMUK, females accounted for only 46.6%
of the entering freshman class; however, the females graduated at rates equal to those of
males: 49.2% compared to 50.7%. Over 30% of all the Hispanic females who entered
TAMUK in the fall of 1990 ultimately graduated; of the 307 graduates, 37.8% were
Hispanic females although they accounted for only 34.4% of the entering 1990 class.
Their graduation rate of 30.4% exceeded the graduation rates of the Hispanic males
(29.5%), Anglo females (26.5%), Anglo males (21.0%), Black females (25.0%), and
Black males (8.9%). This did not support the findings of previous research, which has
found that women belonging to minority groups are under represented in graduation

rates from higher education (Cardoza, 1991) (Table 34).



Number and Percent of Fall 1990 Entering Freshmen Who Graduated from TAMUK

Table 33

with Bachelor Degrees by Semester, Ethnicity, and Gender

Hispanic White Black Other Total
Semester Female Male Female Male Female Male Female Male Female Male Total Percent
Spring 93 1 0 0 0 0 0 0 0 1 0 1 0.33
Summer 93 1 0 1 0 0 0 0 0 2 0 2 0.33
Fall 93 1 2 1 1 0 0 0 1 2 4 6 1.95
Spring 94 15 8 5 6 0 0 0 0 20 14 34 11.07
Summer 94 9 2 1 0 0 0 0 0 10 2 12 391
Fall 94 23 15 1 3 0 1 0 2 24 21 45 14.66
Spring 95 18 14 8 3 1 1 1 1 28 19 47 15.31
Summer 95 4 4 2 2 1 0 0 1 7 7 14 4.56
Fall 95 10 13 5 3 0 1 0 1 15 18 33 10.75
Spring 96 11 13 2 4 1 0 0 0 14 17 31 10.10
Summer 96 2 3 0 0 0 0 0 0 2 3 5 1.63
Fall 96 7 7 1 5 0 0 0 0 8 12 20 6.51
Spring 97 6 0 1 1 0 0 0 0 7 1 8 2.61
Summer 97 1 6 0 1 0 0 0 0 1 7 8 2.61
Fall 97 2 3 0 2 0 0 0 0 2 5 7 2.28
Spring 98 0 7 1 1 0 1 0 0 1 9 10 3.26
Summer 98 1 2 0 0 0 0 0 0 1 2 3 0.98
Fall 98 2 2 1 0 0 0 0 0 3 2 5 1.63
Spring 99 1 3 0 0 0 0 0 0 1 3 4 1.30
Summer 99 0 2 0 0 0 0 0 0 0 2 2 0.65
Fall 99 0 0 0 0 0 0 0 1 0 1 1 0.33
Spring 00 1 2 0 1 1 0 0 1 2 4 6 1.95
Summer 00 1 2 0 0 0 0 0 0 1 2 3 0.98
Totals 116 110 30 34 4 4 1 8 151 156 307 100.00
Percent of 30.45 29.49 26.55 20.99 25.00 8.89 20.00 72.73 29.32 26.39 27.77

Total Enrolled

6v1



Table 34
Summary Characteristics of Graduates from Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Female Male Female Male Female Male Female Male Female Male Total
Total Number Enrolled 381 373 113 162 16 45 5 11 515 591 1,106
Percent of Total Enrolled 344 33.7 10.2 14.6 1.4 4.1 0.5 1.0 46.6 53.4 100.0
Number of Graduates 116 110 30 34 4 4 1 8 151 156 307
Percent of Group that Graduated 30.4 29.5 26.5 21.0 25.0 8.9 20.0 72.2 29.3 26.4 27.8
Percent of All Graduates 37.8 35.8 9.8 11.1 1.3 1.3 0.3 2.6 49.2 50.8 100.0
Mean Number Semesters
Enrolled Before Graduating 11.3 11.7 10.1 11.0 11.8 12.3 10.0 11.6 11.1 11.5 11.3
SD 3.0 2.8 2.3 2.4 1.0 2.6 - 3.8 2.8 2.7 2.8
Mean Cumulative GPA at
Graduation 2.91 2.77 3.03 2.92 2.85 2.56 2.68 2.72 2.93 2.79 2.86
SD 041 0.38 0.41 0.37 0.45 0.48 - 0.43 0.41 0.40 0.40
Percent that Required Dev.
Reading and Graduated 359 30.8 100.0 44 .4 100.0 - - 100.0 42.6 30.5 35.8
Percent that Required Dev.
Writing and Graduated 43.7 36.6 57.1 52.9 100.0 6.7 - 100.0 46.8 38.5 42.4
Percent that Required Dev. Math
and Graduated 49.1 45.9 48.0 514 4.3 1.7 - 100.0 48.0 44 4 46.2

0S1
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Of the 307 students who ultimately graduated within the 10-year period of this
study, the largest percentage (29.6%) was from the College of Arts & Sciences, followed
by the College of Education (24.8%), the College of Engineering (19.2%), the College of
Business Administration (12.4%) and the College of Agriculture & Human Sciences
(10.4%) (Table 35).

It was difficult to track majors as students progressed through TAMUK. The
initial major upon admission was recorded, as was the final major upon graduation. In
many cases, the initial major data were miscoded. Other problems included the fact that
the institution switched from a three-letter major coding system to a four-letter system in
1993; many students entered the university as LBA (Liberal Arts) majors, although this
category was used by TAMUK to include the Undeclared majors as well as Education
majors; and some students entered the university and declared majors that were not
offered at TAMUK (e.g., Real Estate and Economics). Finally, TAMUK also offered
degree tracks that lead to degrees which would require transferring. For example,
TAMUK offered a Pre-Nursing major and a Pre-Med major but it was not possible to
graduate from the institution with these degrees. Many of these students either
transferred to complete their degrees or changed their major (example: from Pre-Med to
Biology) and graduated from TAMUK. Table 36 provides information about majors

upon entry and majors upon graduation.



Table 35
Number and Percent of Fall 1990 Entering Freshmen Who Graduated with Bachelor’s Degrees
Between Fall 1990-Summer 2000 by College

Hispanic White Black Other Total
College Female Male Female Male Female Male Female Male Female Male Total
Ag & Human Science 8 11 4 7 1 0 0 1 13 19 32
Percent 6.90 10.00 13.33 20.59 25.00 - - 12.50 8.61 12.18 10.42
Arts & Science 42 30 10 7 2 0 0 0 54 37 91
Percent 36.21 27.27 33.33 20.59 50.00 - - - 35.76 23.72 29.64
Business Administration 15 16 4 2 0 1 0 0 19 19 38
Percent 12.93 14.55 13.33 5.88 - 25.00 - - 12.58 12.18 12.38
Education 44 15 11 5 0 1 0 0 55 21 76
Percent 37.93 13.64 36.37 14.71 - 25.00 - - 36.42 13.46 24.76
Engineering 5 34 0 12 0 2 1 5 6 53 59
Percent 4.31 30.91 - 35.29 - 50.00 100.00 62.50 3.97 33.97 19.22
Unknown 2 4 1 1 1 0 0 2 4 7 11
Percent 1.72 3.64 3.33 2.94 25.00 - - 25.00 2.65 4.49 3.58
Total 116 110 30 34 4 4 1 8 151 156 307
Percent of Total Enrolled 30.45 29.49 26.55 20.99 25.00 8.89 20.00 72.73 29.32 26.39 27.77

(43!
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Table 36
Number of Students by Major Upon Entry and Upon Graduation
Number Declaring Original Major Changed to This Total Number

Major as Original Major and Graduated Major and Graduated Graduates in Major
Ag Business 11 3 3 6
Accounting 40 4 4 8
Ag Science 8 0 6 6
Animal Science 37 6 4 10
Art 13 2 1 3
BA Applied Science 1 0 0 0
Biology 17 3 8 11
Chemical Engineering 11 1 9 10
Chemistry 7 0 0 0
Civil Engineering 6 1 3 4
Communication Disorders 5 2 3 5
Communications 24 4 1 5
Computer Info Systems 18 1 1 2
Computer Science Eng 7 0 3 3
Economics 1 0 0 0
Electrical Engineering 38 10 7 17
English 3 1 5 6
Finance 10 1 4 5
General Business 79 2 8 10
Geography 1 1 0 1
Geology 2 1 0 1
Health 1 0 0 0
Health/Kinesiology 1 1 20 21
History 5 3 1 4
Human Sciences 12 3 3 6
IDS/Elementary Education 88 25 28 53
Industrial Technology 3 2 9 11
LBA/Undeclared 306 0 0 0
Management 8 0 1 1
Marketing 17 0 8 8
Math 5 0 3 3
Mechanical Engineering 13 2 3 5
Med Tech 8 0 0 0
Music 22 2 1 3
Nat Gas Engineering 3 0 7 7
Physics 0 0 2 2
Plant Science 2 1 0 1
Political Science 40 4 2 6
Pre-Dental 9 0 0 0
Pre-Engineering 78 0 0 0
Pre-Med 35 0 0 0
Pre-Nursing 19 0 0 0
Pre-Pharmacy 7 0 0 0
Psychology 34 6 9 15
Range Wildlife Science 15 3 0 3
Real Estate 3 0 0 0
Sociology 30 4 3 7
Spanish 0 0 3 3
Theatre 2 1 3 4




154

Non-Persisters

Almost one-third of the students (27.9%) who entered TAMUK in the fall of
1990 eventually dropped out and never graduated from any state institution. On average,
non-persisters were enrolled for four long semesters and had a mean cumulative GPA of
1.5 at the time of departure from the university. Of the non-persisters, a total of 204
students (66%) were Hispanic, while 73 were White (24%), 27 were Black (9%), and 5
were Other (2%). Slightly more than 45% of the non-persisters were female, while 55%
were male (Table 37).

Transfer Students

A total of 490 students (44%) from the fall 1990 class eventually transferred to
other institutions. Before they transferred, they attended TAMUK an average of 37
semesters and had a mean cumulative GPA of 1.73 at time of transfer. About 66% of the
transfers were Hispanic, 28% were White, 5.3% were Black, and fewer than 1% were
Other (Table 38).

The 490 students who transferred from TAMUK attended a total of 3,814
semesters at other state institutions (counting semesters as fall, spring, summer I, and
summer II), for an average of eight semesters per student. Sixty percent of the semesters
were at 47 state junior and community colleges, while only 40% of the semesters were at

31 other state four-year institutions.



Table 37
Summary Characteristics of Non-Persisters from Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total

Variable Female Male Female Male Female Male Female Male Female Male Total

Total Number Enrolled 381 373 113 12 16 45 5 11 515 591 1,106
Percent of Total 344 33.7 10.2 14.6 1.4 4.1 0.5 1.0 46.6 53.4 100.0
Enrolled

# of Non-Persisters 103 101 27 46 8 19 3 2 141 168 309
Percent of Group that 27.0 27.1 23.9 28.4 50.0 42.2 0.6 18.2 27.4 28.4 27.9
Did Not Persist
Percent of All Non- 333 32.7 8.7 14.9 2.6 6.1 1.0 3.6 45.6 54.4 100.0
Persisters

Mean # Semesters

Enrolled Before

Dropping Out 3.9 4.2 3.9 3.4 3.6 2.6 2.0 5.0 3.9 3.8 3.8
SD 33 3.5 3.5 3.0 2.3 1.0 1.7 42 33 3.2 33

Mean Cum GPA at

Time of Drop-Out 1.44 1.50 2.02 1.51 1.25 1.42 0.86 1.79 1.53 1.50 1.51
SD 0.85 0.95 1.12 0.96 0.88 0.66 1.49 0.23 0.94 0.92 0.93

99!



Table 38
Summary Characteristics of Transfer Students from Fall 1990 Entering Freshmen by Ethnicity and Gender

Hispanic White Black Other Total
Female Male Female Male Female Male Female Male Female Male Total
Total Number Enrolled 381 373 113 162 16 45 5 11 515 591 1,106
Percent of Total 344 33.7 10.2 14.6 14 0.5 1.0 46.6 534 100.00
Enrolled
# of Transfers 162 162 56 82 4 22 1 1 223 267 490
Percent of Group that 42.5 43.4 49.6 50.6 25.0 48.9 20.0 9.1 433 45.2 44.2
Transferred
Percent of All 33.1 33.1 11.4 16.7 0.8 44 0.2 0.2 45.5 54.5 100.0
Transfers
Mean # Semesters
Enrolled Before Transfer 3.6 3.5 2.7 32 3.5 44 4.0 1.0 34 35 34
SD 2.7 2.5 1.9 2.6 3.7 2.6 - - 2.5 2.5 2.5
Mean Cumulative GPA
at Time of Transfer 1.65 1.62 1.88 1.85 291 1.79 2.73 4.00 1.74 1.72 1.73
SD 0.99 0.91 1.13 1.07 1.11 0.73 - - 1.04 0.96 1.00
# that Graduated from
Other Schools 37 36 18 20 3 0 0 0 58 56 114

Note: The data from THECB tracked only those students who transferred to another state institution; it did not track students who transferred to private or out-of-state
schools. However, given the geographic origin of the vast majority of these students and their propensity to remain close to home, as well as the socioeconomic
level of the South Texas region, it is assumed that few, if any, of the transfer students switched to private or out-of-state institutions.

9¢1
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A transfer rate of almost 50% should be alarming to TAMUK. It could be
surmised that the university did not offer the courses of study that these students
ultimately selected and therefore, they had to transfer to other institutions. However,
upon examining the transfer institutions, it was found that they were remarkably similar
in program offerings. In fact, TAMUK was the only university compared to the top five
transfer institutions that offered engineering and agriculture programs. A more likely
explanation for the high transfer rate could again be the lack of academic and social
integration; students simply did not feel that they “fit” at TAMUK and decided to
transfer to another school in hopes of finding a better fit.

The majority of transfer semesters (60%) were at community and technical
colleges. This finding supports the research that indicates that Hispanic students more
frequently attend two-year institutions.

As an interesting note, it was not unusual to find a student who entered TAMUK
and attended for two semesters, then transferred to a community college for one or both
summer sessions, then transferred back to TAMUK the following fall, only to transfer
again to another university or, more likely, a community college. Because of the method
in which the data were gathered from THECB and maintained in the TAMUK database,
it was impossible to determine the actual number of students who attended other schools
per semester; it was only possible to count the actual semesters of enrollment (Tables 39

and 40).



Table 39

Number of Semesters of Attendance by Transfers to
State Community and Junior Colleges
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College # Semesters Attendance
Del Mar College 696
Bee County College 353
Texas Southmost College 166
TSTC Harlingen 153
Laredo Community College 123
San Antonio College 107
Southwest Texas Junior College 87
Victoria College 69
Austin Community College 66
Palo Alto College 58
South Texas Community College 51
Houston Community College 51
Blinn College 40
N. Harris Montgomery Co. College 25
San Jacinto College 23
Lee College 22
St. Philip’s College 19
Central Texas College 18
Navarro College 17
Tarrant County Northwest Campus 16

TSTC Waco

Wharton County Junior College
Tarrant County Northeast Campus
McLennan Community College
Alvin Community College
South Plains College

Galveston College

DCCCD Richland

Midland College

Hill College

Tarrant County South Campus
El Paso Community College
Brazosport College

Kilgore College

Collin County Community College
Tyler Junior College

DCCCD Brookhaven

DCCCD North Lake

DCCCD El Centro

DCCCD Mountain View

TSTC Amarillo

Odessa College

N. Central Texas College
Angelina College

DCCCD Cedar Valley

Temple Junior College
Weatherford College

Total # Semesters at Community and Junior Colleges
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Table 40
Number of Semesters of Attendance by Transfers to State Universities
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University

# Semesters Attendance

University of Texas Pan American
Texas A&M University Corpus Christi
University of Texas San Antonio

Texas A&M University

University of Texas

Southwest Texas State University
University of Texas Brownsville

Sam Houston State University
University of Houston

Texas Tech University

University of Texas Arlington
University of North Texas

Texas A&M International University
Sul Ross University Uvalde

Angelo State University

Stephen F. Austin University

University of Houston Victoria
University of Houston Clear Lake
University of Texas El Paso

Texas Southern University

Texas Women’s University

University of Houston Downtown
Lamar University

University of Texas Permian Basin

UT School Biomedical Science San Antonio
University of Texas School of Allied Health
Dallas

UT School of Allied Health San Antonio
Sul Ross University Alpine

Midwestern State University

East Texas State University

University of Texas Dallas

Total # Semesters at Transfer Universities

312
247
132
111
109
89
61
57
57
51
42
34
25
21
20
20
19
18

In 2001, a ten-year national study found that only 43% of the students who
entered an institution of higher education with the intention of completing a degree or
certificate had actually earned that credential at their first institution (ACE News, 2003).

Another study concluded that 29% of the students studied over a five-year period had
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left their first institution without attaining their degree and enrolled in a different
institution (NCES, 1996). However, another study revealed that 20% of the students in
the entering class of 1992 who began at a four-year university ultimately graduated from
a transfer institution (Adelman, 2004).

Also, it is worth reiterating that individual institutional retention rates typically
understate postsecondary persistence. Retention statistics are generally based on single-
institution reports; however, when students who transfer, stop out and return, or graduate
from other institutions, the total postsecondary retention rate is considerably higher than
the institutional retention rate (Carey, 2004; Choy, 2002).

Overall, it appears that the majority of transfer students at TAMUK were
performing rather poorly academically and chose to transfer to community colleges in
the immediate vicinity; both Del Mar (Corpus Christi) and Bee County (campuses in
Kingsville, Alice, and Beeville) were within 60 miles of Kingsville, furthering the
supposition that these students choose schools due to their proximity. Of those students
who transferred to universities, most chose the valley (UT Pan American), Corpus
Christi (TAMUCC), and San Antonio (UTSA)—again, in close proximity and most
likely, close to home.

Interestingly, although a significantly high number of transfer students attended
community and junior colleges, they did not graduate in the same proportion from those
institutions. Rather, the higher number of graduates among transfer students was found
at the university level. Fifteen percent of the transfers graduated from other state

universities, compared to only 3% who graduated with associate degrees from state
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community and junior colleges, and 5% who graduated with certificates. A
disappointing 376 transfer students (77%) never graduated from their transfer
institutions. (Again, note that this study was only able to capture data relating to state
institutions).

Supporting prior research, this study found that of the 16 associate degrees
awarded, 94% were received by Hispanic transfer students, while only 6% were awarded
to White transfer students. Of the 22 community college certificates awarded, 68% were
received by Hispanics, compared to 32% received by White students. No associate
degrees or certificates were awarded to Black or Other students. There were no gender
differences found between graduates with associates degrees; 50% were female and 50%
were male. However, a disproportionate number of the certificates (68%) were awarded
to females (n=15) and particularly Hispanic females (n=10), many of whom received
certificates in cosmetology, again supporting the literature that indicates that Hispanic
females often pursue lower educational attainment (Duran, 1994; Romo, 1998)

(Table 41).

Of the 77 students who transferred and graduated from 18 other state universities,
almost 58% were Hispanic, compared to 38% who were White, and 4% who were Black.
Twenty-two percent of the transfer students graduated from Texas A&M University-
Corpus Christi, followed by 14% from the University of Texas at Austin. There were no
gender differences between the transfer students who graduated from universities; 50%

were female and 50% were male (Table 42).



Table 41
Number and Percent of Transfer Students Who Graduated from State Community and Junior Colleges,
1990-2000, by School, Ethnicity, Gender, and Award

Hispanic White Black Other Total Combined
Female Male Female Male Female Male Female Male Female Male Total

Total Number Enrolled 381 373 113 162 16 45 5 11 515 591 1,106

Number of Transfers 162 162 56 32 4 22 1 1 223 267 490
Percent of Group that Transferred 42.52 43.43 49.56 50.62 25.00 48.89 20.00 0.09 43.30 45.18 44.30
Percent of Total Enrolled that 1465 1465  5.06 1465 036 1.99 0.09 0.09 2016 2414 4430
Transferred

Community/Junior College of

Graduation
Bee County 3 0 0 0 0 0 0 0 3 0 3
Del Mar 2 1 0 0 0 0 0 0 2 1 3
TSTC Harlingen 1 1 0 1 0 0 0 0 1 2 3
Texas Southmost 0 3 0 0 0 0 0 0 0 3 3
Laredo Comm. College 1 2 0 0 0 0 0 0 1 2 3
Central Texas College 1 0 0 0 0 0 0 0 1 0 1
Total Number Associate Degrees 8 7 0 1 0 0 0 0 8 8 16
Percent of Group 4.94 4.32 - 1.22 - - - - 3.58 2.99 3.28
Percent of Total Enrolled that 209 1.87 ) 0.62 ) ) ) ) 155 135 145
Transferred

Certificates
Bee County 4 2 2 0 0 0 0 0 6 2 8
Del Mar 3 1 2 2 0 0 0 0 5 3 8
TSTC Harlingen 1 0 1 0 0 0 0 0 2 0 2
Texas Southmost 1 1 0 0 0 0 0 0 1 1 2
TSTC Amarillo 1 0 0 0 0 0 0 0 1 0 1
Hill College 0 1 0 0 0 0 0 0 0 1 1
Total Number Certificates 10 5 5 2 0 0 0 0 15 7 22
Percent of Group 6.17 3.09 8.92 2.44 - - - - 6.76 2.62 4.49
Percent of Total Enrolled that 090 135 442 123 - - - - 291 118 1.99
Transferred
Total Combined Associates &
Certificates 18 12 5 3 - - - - 23 15 38
Percent of Group 11.11 7.40 8.92 3.66 - - - - 10.31 5.62 7.76
Percent of Total Enrolled that 472 1062 442 1.85 - - - - 447 254 3.44

Transferred

91



Table 42
Number and Percent of Transfer Students Who Graduated with Bachelor Degrees
from State Universities, 1990-2000, by School, Ethnicity and Gender

Hispanic White Black Other Total
Female Male Female Male Female Male Female Male Female Male Total
Total Number Enrolled 381 373 113 162 16 45 5 11 515 591 1,106
Percent of Total Enrolled 14.65 14.65 5.06 7.41 0.36 1.99 0.09 0.09 20.16 24.14 100.00
Number That Transferred 162 162 56 82 4 22 1 1 223 267 490
Percent of Group 42.52 43.43 49.56 50.62 25.00 48.89 20.00 0.09 43.30 45.18 44.30
University of Graduation
TAMU Corpus Christi 7 4 2 3 1 0 0 0 10 7 17
UT Austin 3 2 1 4 0 0 0 0 4 6 10
UT Pan Am 5 4 0 0 0 0 0 0 5 4 9
UTSA 1 5 1 0 0 0 0 0 2 5 7
TAMU 0 0 1 5 0 0 0 0 1 5 6
SWTSU 1 0 2 0 1 0 0 0 4 0 4
Texas Tech 1 1 1 0 0 0 0 0 2 1 3
Sam Houston 0 1 0 2 0 0 0 0 0 3 3
UT Brownsville 0 1 0 1 0 0 0 0 0 2 2
UT Arlington 0 1 1 0 0 0 0 0 1 1 2
U of H Clear Lake 0 0 1 1 0 0 0 0 1 1 2
University of Houston 0 1 0 0 1 0 0 0 1 1 2
U of H Victoria 0 0 1 0 0 0 0 0 1 0 1
UNT 0 1 0 0 0 0 0 0 0 1 1
Tarleton 1 0 0 0 0 0 0 0 1 0 1
SF Austin 0 0 1 0 0 0 0 0 1 0 1
TAIU Laredo 1 0 0 0 0 0 0 0 1 0 1
Sul Ross 1 0 0 0 0 0 0 0 1 0 1
Number of Bachelor Degrees 21 21 12 16 3 0 0 0 36 37 73
Percent of Group 12.96 12.96 21.42 19.51 75.00 - - - 16.14 13.86 14.90
Percent of Total Enrolled 5.51 5.63 10.62 9.88 18.75 - - - 6.99 6.26 6.60

€91
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Research Question 3. What Pre- and In-College Characteristics Appear to

Contribute to the Completion of College for the TAMUK Population?

Research questions 1 (who were the entering freshmen class of 1990?) and 2
(what happened to the first year students who entered TAMUK in the fall of 1990?) were
addressed by using descriptive statistics, including frequencies, percentages, means, and
standard deviations, which were summarized and presented to compare demographic
variables. Research question 3 (what pre- and in-college characteristics appear to
contribute to completion of college at TAMUK?) was addressed by using SPSS v. 11.5
backward stepwise (likelihood ratio) logistic regression techniques to determine if a
model could be developed for predicting success (graduation) at TAMUK. The
likelihood ratio technique was used because it provides a better criterion than the Wald
statistic for determining variables to be removed from the model.

Significance level was set at .05 or less for inclusion in the model. Ethnicity,
self-reported high school class rank, self-reported high school GPA, ACT composite,
enrollment status, and gender were entered into the total or full model. Variables that
were excluded from the model were age (88% < age 20), marital status (91% were
single), high school and county of origin (over 87% of the students came from the
surrounding counties), residency status (over 97% were from in-state), admission status
(redundant with ACT scores), college major (too much fluctuation), and TASP scores
(redundant with HS GPA and ACT). Success (graduation) served as the dependent

variable. The data analysis was run only on students who did or did not graduate from
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TAMUK; transfer students were not included. Also, only those subjects with complete
data sets (all significant variables) were used in the analysis.

Of the 1106 entering freshmen students, 307 graduated and 309 did not graduate
(n=616). Of those 616 students, 537 reported an ACT score and 237 reported a HS
GPA; all other variables in the analysis (race, gender, marital status, enrollment status,
admission status, and college GPA) were present for all subjects. However, only 228 of
those students reported both an ACT score and a HS GPA and therefore were included in
the analysis. Of these 228 students, only 45 (19.7%) graduated. The 388 students who

did not have both an ACT score and a HS GPA were not included in the final analysis

(Table 43).
Table 43
Case Processing Summary
Unweighted Cases N Percentage
Selected Cases
Included in Analysis 228 37.0
Missing Cases 388 63.0
Total 616 100.0
Unselected Cases 0 0
Total 616 100.0

Table 44 illustrates the range of scores for the valid cases included in the
analysis. ACT scores ranged from a low of 5 to a high of 29 and HS GPA’s ranged from

69-99.
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Table 44
Descriptive Statistics
Standard
N Minimum Maximum Mean Deviation
ACT Comp 537 5 29 16.29 3.65
HS GPA 237 69 99 85.97 5.55

Valid N 228

The results of the logistic regression revealed two steps in the development of the
final model (Table 45). The first statistically significant predictor was high school GPA
(.006). The second statistically significant predictor was the ACT Composite (.030).
The coefficients and associated statistics for the significant variables are shown below.
The B column represents the unstandardized logit coefficients for each independent
variable and the constant. The Wald statistic is commonly used to test the significance
of individual logistic regression coefficients for each independent variable. It is the ratio
of the unstandardized logit coefficient to its standard error. The Exp(B) column

represents the odds ratio for each independent variable and the constant.

Table 45
Variables in the Equation
B SE Wald df Sig. Exp(B)
Step 1
HS GPA .096 .035 7.439 1 .006 1.101
ACT Comp 133 .061 4.718 1 .030 1.143
Constant -8.900 2.893 9.461 1 .002 .000

One way to assess how well the model fits is to compare predictions to the
observed outcomes. In Step 0, when all variables were included, the model correctly

classified outcomes with all 80.3% accuracy (Table 46).
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Table 46
Classification Table Step 0
Predicted
Finish %
Observed GRAD No GRAD Correct
Step 0 Predicted Graduation 0 45 .0
True Positive — False Positive —
predicted to GRAD  Predicted to GRAD
and DID and DID NOT
Predicted No 0 183 100.0
Graduation False Negative — True Negative —
Predicted NOT to Predicted NOT to
GRAD but DID GRAD and DID NOT
Overall Percentage 80.3

In Step 1, the removal of all variables except those with statistical significant (HS

GPA and ACT) increased the accuracy of the model by less than 2%, to 81.6%

(Table 47). This table compares the observed and predicted group memberships when

cases with a predicted probability of .5 or greater are classified as having graduated from

TAMUK. Five students who graduated were correctly classified, while 181 of the

students who did not graduate were correctly classified. Additionally, 40 of the students

who graduated were incorrectly classified not to graduate and two of the students who

were classified not to graduate actually succeeded. Of the students who did succeed

(graduated), only 11.1% were correctly classified while 98.9% of the unsuccessful (non-

graduating) students were correctly classified. Overall, 81.6% of the students were

correctly classified. The model more accurately classifies those who will not graduate

but does not classify those who will graduate.
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Table 47
Classification Table Step 1
Predicted
Finish %
Observed GRAD No GRAD Correct

Step 0 Predicted Graduation 5 40 11.1

True Positive — False Positive —

predicted to GRAD  Predicted to GRAD

and DID and DID NOT
Predicted No 2 181 98.9

Graduation False Negative — True Negative —

Predicted NOT to Predicted NOT to
GRAD but DID GRAD and DID NOT

Overall Percentage 81.6

Backward logistic regression starts with all of the

variables entered into the

model. Then, at each step, variables are evaluated for removal or retention. The score

statistic is always used for determining whether the variables should be added to the

model. For each variable in the final model, Table 48 contains the log-likelihood for the

model if the variable is removed from the model, the change in -2LL if the variable is

removed, and the observed significance level for the chan

ge. If the observed

significance level is grater for the cutoff value for the remaining model, the term is

removed from the model and the model statistics are recalculated to see if any other

variables are eligible for removal.

Table 48
Model if Term Removed

Model Log Change in -2

Significance of the

Variable Likelihood Log Likelihood df Change
Step 1 HS GPA -107.670 7.924 1 .005
ACT -106.307 5.197 1 .023
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Table 49 shows the model summary statistics for the model with the significant
variables. For this model, the value of -2LL is 207.406, which is less than the model
containing only the constant (-2LL=226.500). The next two entries, the Cox and Snell R
Square and the Nagelkerke R Square, are statistics that attempt to quantify the

proportion of explained variation in the logistic regression model.

Table 49
Model Summary
Cox & Snell R Nagelkerke R
Step -2 Log Likelihood Square Square
1 207.406" .080 128

a . . . . . .
Estimation terminated at iteration number 5 because parameter estimates changed by less than .001.

The probability of observed results, the -2 log likelihood, is very high, indicating
that the model is a poor fit and is not a good predictor of graduation. The Cox & Snell R
square and the Nagelkerke R Square are not goodness-of-fit tests, but rather, are attempts
to measure strength of association. Both the Cox & Snell (.080) and Nagelkerke (.128)
are low, indicating that the model can explain only 8-12% of the variance of the
dependent variable. These results are similar to Tinto’s (1987) findings that found that
high school grades account for only 12% of variance in predicting college success; the
other 88% was unaccounted for in his study.

SPSS logistic regression reports the difference between the constant-only model
and the full model as the Model Chi-Square. The results of this analysis (Table 50)

show that the model with all predictors is no better than one with only the constant.
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Although this study’s analysis found some statistically significant in predicting

graduation from college, there is little practical significance in these results.

Table 50
Omnibus Test of Model Coefficients
Chi-Square df Sig.
Step 1 Step 19.094 2 .001
Block 19.094 2 .001
Model 19.094 2 .001

What may be a more relevant outcome of this study is the awareness of the
variables for this population that are not significant predictors of success. Race, gender,
and admission status were not significant in terms graduation from college. The fact is
that none of the variables in this study resulted in any practically significant predictors of
success. This leads the researcher to conclude that it may possibly be the variables that
were not studied—i.e., persistence, motivation, achievement—that may, in fact, impact
retention and graduation. This premise certainly warrants further investigation. Also, it
should be noted that missing data for a large portion of the subjects in this study

mitigates meaningful interpretation of the results.
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Logistic regression does not provide a cut-off score for predictability; it simply
predicts the probability of membership in a group (graduation or not). However, it is
possible to view individual ACT scores of the TAMUK entering students in terms of the
percent that graduated (Table 51). The mean ACT composite score for all students was
16.75; 47.7% of the students scoring a 16 graduated from TAMUK. As might be
expected, the higher the ACT score, the larger the percent of students that graduated.
Conversely, the lower the ACT score, the less percent that graduated. Interestingly,

students who scored an ACT of 12, 13, 14, or 15 also graduated at a rate of nearly 50%.

Key Findings

Key findings related to research question 1: Who were the entering freshmen

class of 1990?

Pre-College Characteristics

1. Students who entered TAMUK in the fall of 1990 were evenly divided
between male (53.4%) and female (46.6%), young (79% age 19 or less),
single (91.4%), and primarily Hispanic (68.2%). The majority attended
school full-time (87.4%) and took an average of 14 hours during the fall
semester.

2. Almost half (46%) of the students came to TAMUK from high schools within
50 miles of Kingsville, and the majority (56%) were from Kleberg County

and the immediately surrounding four counties.



Table 51
ACT Scores and the Percent of Graduates

ACT

Score 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29
N 1 0 1 2 3 5 22 32 52 58 67 65 51 48 34 32 23 13 8 7 7 3 1 3 2

% that

Grad 100.0 - 0.0 0.0 0.0 0.0 227 469 519 448 463 477 549 688 61.8 563 739 538 375 714 100.0 100.0 100.0 66.7 100.0

CL1
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3. The mean ACT composite score of this entering class of freshmen was 16.76,
well below the national mean of 21. The mean SAT verbal score was 357
and the mean SAT quantitative score was 407, also well below the national

means of 499 and 500, respectively.

In-College Characteristics

1. The lowest mean TASP scores were in Writing (229.76), followed by Math
(240.48) and Reading (244.05).

2. The 1106 entering freshmen took 1081 developmental courses throughout
their tenure at TAMUK. Slightly more than 10% took Developmental
Reading classes, 27% took Developmental Writing classes, and 27% took
Developmental Math classes.

3. First semester GPA’s averaged 1.89, rising slightly to a 1.97 at the end of the
first year.

4. The average student spent six semesters at TAMUK, with 1.4 of those
semesters on scholastic probation and 1.6 semesters on academic withdrawal.

Key findings related to research question 2: What happened to the first year

students who entered TAMUK in the fall of 19907

1. Of the 1106 entering students, 307 (28%) graduated from TAMUK, 309
(28%) were non-persisters, and 490 (44%) transferred to other state
institutions. The first semester attrition rate was only 16.5%; however, the

first year attrition rate was 50%.
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2. Hispanic females graduated at a rate of 30.4, which was the highest rate of
any ethnic or gender group. The lowest graduation rate was found among
Black Males (8.9%). Missing data on a large number of subjects mitigates
meaningful interpretation of the results.

3. Only 111 (22.6%) of the 490 transfer students ever graduated from other state
institutions: 22 received certificates, 16 received associate degrees, and 73
received bachelor degrees. Examining only the institutional rates of
graduation tends to understate student persistence. The transfer graduation
rate of 22% combined with the TAMUK graduation rate of 28% raises the
overall persistence rate to 50%.

Key findings related to research question 3. What pre- and in-college

characteristics appear to contribute to completion of college at TAMUK?

1. Only high school GPA and ACT composite were significant variables when
predicting classification (graduation or no graduation). The model with the
constant alone correctly classified results with 80.3% accuracy, while the
addition of the HS GPA and ACT composite increased the accuracy of
classification to only 81.6%.

2. Other variables such as ethnicity and gender had no predictive value in this

study and were not found to be statistically significant.
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CHAPTER V

CONCLUSIONS AND RECOMMENDATIONS

The purpose of this study was to describe in detail the characteristics—both pre-
college and college—of the 1990 entering freshman cohort at Texas A&M University-
Kingsville and to describe what happened to those students as they progressed on their
academic journey. A secondary purpose was to determine what characteristics appear to
predict graduation from college.

The review of the literature supports the need for this type of study. Despite
small gains in educational attainment made by Hispanics in recent years, they continue
to lag behind in many areas. Much of the rise in minority enrollment in higher education
is due simply to the growth in the numbers of Hispanics in the population. High school
drop-out and suspension rates remain high and college completion rates still fall behind
those of Whites and Blacks (NCES, 2002). Additionally, Texas A&M University
President Gates has stressed the need to focus on “action not rhetoric” in addressing the
diversity initiatives to attract and retain minority students (Gates, 2004). A TAMU
Hispanic Network has been established to address how the university can achieve its
goals relating to recruitment, retention, campus life, and leadership opportunities for
Hispanic students. As a part of the TAMU System, TAMUK has an obligation to assist

in these efforts on its own campus.
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Summary of Findings

1. It appears that TAMUK is educating a less-well prepared group of students
compared to state and national norms. Although the majority of the entering
students (64%) reported that they were in the top quartile of their class and
84% reported that they had a “B” or better high school GPA, the average
ACT and SAT scores were very low (16.8 composite and 357 verbal/407
quantitative, respectively). In addition, their college admission status as
determined by TAMUK reflected that 71% of the students were admitted to
the university on either Conditional Admission or Provisional Admission.

2. The students that are attracted to TAMUK want to stay close to home; the
majority (56%) of students came from Kleberg County and the four adjacent
counties. Almost half (46.2%) of the students came from high schools within
50 miles of the university. Students who transferred also stayed close to
home in their choice of transfer schools. The majority transferred to state
community and junior colleges, most likely because of proximity, cultural
influences and cost. Although this study was only able to track students who
transferred to state institutions, given the demographic characteristics of the
TAMU population, it is highly unlikely that few, if any, of the students
transferred to out-of-state or private institutions.

3. The high freshmen-to-sophomore attrition rate may be explained by a lack of

academic integration into the university. Students appear to be ill-equipped



to meet the demands of the university. In general, the entering freshmen
displayed only moderate-to-poor performance in high school, followed by
marginal performance at the university. The fall 1990 to spring 1991
retention rate was 83.4%. However, the fall 1990 to fall 1991 retention rate
dropped to 50%, well below the national mean. By the end of the second
year (spring 1993), the retention rate was 37.3%, where it appears to have
stabilized until students began graduating in the spring of 1995. Overall,
students at TAMUK appear to lack academic and/or social integration into
the university, as evidenced by the low retention rate and short amount of
time spent at the university. Although graduates averaged an attendance of
11 semesters (with three of those on academic probation or enforced

withdrawal), transfers attended only 3.5 semesters (two on academic
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probation and enforced withdrawal) before transferring to another institution.

Non-persisters averaged four semesters of attendance (three on academic
probation or enforced withdrawal) before dropping out of TAMUK.
TAMUK appears to do a better job of educating Hispanic females. A higher
proportion of Hispanic females ultimately completed their bachelor’s degree
(30.4%), which represented 37.8% of the graduating students. This is in
direct contradiction of prior research, which has found that Hispanic females

have typically been the least likely to persist in school.
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Discussion and Implications

Perhaps one of the most compelling reasons for critically examining TAMUK’s
student population is to simply review the demographic predictions for the South Texas
region. Texas’ 2.1 million population increase from 1990-1996 accounted for 12.6 % of
the entire nation’s growth. The growth resulted from a 55.2% increase in natural
growth, a 23% increase in international immigration, and a 21.8% increase in domestic
immigration. If this growth rate is sustained, the state’s population is expected to double
in 37 years (Murdock, 1997). Of the total net change in the state’s population from 1990
to 2030, 87.5% is expected to come from the growth in minority populations (Murdock
et al, 1996). Population growth consists of two factors: natural increases and regional
net migration. The border region of Texas has historically grown at a much faster rate
than the rest of the state, and this trend is expected to accelerate. By 2020, the
population growth in the South Texas region will outpace the state rate by more than
30%, not counting net migration, which is also expected to remain strong, with nearly 1
million more people moving into the border areas than out through 2020. The combined
effects of net natural and in-migration will increase the border population by nearly 2.3
million people by 2020. Enrollment in colleges and universities in South Texas is
expected to increase by 30% by 2010 (Sharp, 1998). Additionally, in 1995, TAMUK
became a qualifying Border Serving Institution (Higher Education Opportunities . . .,
1997). Included in the Special Programs statute of the Texas Education Code, the

university can now offer in-state tuition eligibility to students from bordering states
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attending schools within Texas counties 100 miles of that bordering state. Thus,
TAMUK can expect to see more and more students from Mexico.

It is also likely that TAMUK will continue to draw its students from the south
Texas region, which has, and will continue to have, underserved and underprepared
students entering higher education. It will take another generation, or perhaps two,
before the institution will see improvement in the quality of its entering freshmen. Even
with the No Child Left Behind Act, the continued lack of funding for public schools, high
teacher attrition rates, and an economy based, in large part, on manual labor and
manufacturing, will continue to contribute to the undervaluation of higher education.
Cultural influences of the Hispanic population are changing ever-so-slowly and will
continue to influence decisions about whether or not to attend college and which school
to select.

In 1990, there were 738,255 persons enrolled in higher education in Texas; in
2030, that number is expected to increase by 370,000 students, to a total of more than
1,110,750 (Texas Challenged, 1996). According to 1990 Census figures, one in five
Texans earned a college degree, yet only 32% of the 19 year olds were enrolled in
college in 1996, well below the national average of 40% (Vertuno, 1999). In 1993,
Texas colleges and universities awarded 66,000 bachelor’s degrees to students, but that
number must increase to 81,000 by 2003 in order for the state to remain economically
strong (Wright, 1996). A skilled, motivated, and educated workforce is essential for
building and maintaining a strong competitive state economy. Jobs requiring a college

degree are projected to account for nearly 45 to 60% of all jobs to be created between
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1994 and 2005 (Higher education: The changing marketplace, 1997) and yet, students in
South Texas, and particularly at TAMUK, are not obtaining the educational levels

necessary to attain these jobs.

Recommendations

1. Given the mission of Texas A&M University-Kingsville and the probability
that students who choose to attend the institution will most likely continue to
come from economically depressed, rural areas, where poor public schools
and an undereducated population are the norm, it is important for the
university to find ways to intervene and create opportunities for success.

2. The proportion of Hispanics completing a college degree has not increased
since 1990. By the year, 2000, only 10% of the adult Hispanic population
ages 25-29 had a bachelor degree, compared to 34% of Whites and 18% of
Blacks (NCES, 2003). With a freshman-to-sophomore attrition rate of 50%
and a graduation rate of less than 28%, it is in the best interest of TAMUK to
find ways to identify potential non-persisters and implement an effective
intervention program. Not only would this result in a more satisfying
educational experience for the student, there would be an improved retention
and graduation rate for the institution, and thus an improved image, as well as
financial gain.

3. Interventions at all levels which promote social and academic involvement at

the institution can effectively enhance persistence. Duran (1986) emphasized
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the need to learn more about how background and personal characteristics of
Hispanics interact with high school achievement, admissions test scores, and
college achievement in order to better predict grades. TAMUK should have a
sound knowledge of the population characteristics of Hispanics and what
factors influence their educational opportunities in order to better design an
institutional environment and academic interventions that will aid in
academic success.

The lack of specific data on all students, such as valid high school GPA, high
school rank, and college entrance exam scores, made it difficult for this study
to develop a model for predicting college success. Improved methods for
capturing complete student data would enhance the institutional capability for
predicting, planning and intervening.

At TAMUK, additional planning and research needs to focus on designing a
longitudinal database capable of tracking each student on a semester-by-
semester basis. The ability to monitor trends of stop-outs and non-persisters
over several years is crucial to improving methods of intervention. The
institution must continue to study why students stopout and why they drop
out. There is a critical need to develop and implement an early identification
system for high risk students and respond to their needs. TAMUK should
also analyze institution-specific characteristics and students’ reasons for

persistence to graduation.
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6. It is important to note that some vital determinants of college persistence
include motivation, self-expectations, and self-esteem, as well as student and
parental aspirations, and support and encouragement from significant others.
This study was unable to capture any information of that nature. In
predicting future college persistence, it would be valuable to utilize
Cooperative Institutional Research Program (CIRP) data, the Learning and
Study Strategies Inventory (LASSI), and other instruments such as the
Intrinsic Motivation Inventory (IMI) and the College Student Inventory (CSI)
to gather such information.

7. Because higher education is an important avenue to socioeconomic mobility
and independence, it is critical to the survival and prosperity of the South
Texas region to better educate the population. The data produced from this
study indicate that far too many students do not complete their college
education. Of the 1106 who entered TAMUK in the fall of 1990, 27.7%
graduated from TAMUK, 6.6% completed a bachelor’s degree at another
state institution, 1.4% graduated with an associate degree, and 2% completed
a community college certificate program; the remaining 62.3% did not
complete their education at any state school in Texas. As expressed by Kevin
Carey (2004),

... low college graduation rates are something that our economy can
no longer afford and our society must no longer tolerate. As a nation,

we have been profligate with our aspiring college students. Every
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year, hundreds of thousands of young people leave our higher
education system unsuccessfully, burdened with large student loans
that must be repaid, but without the benefit of the wages that a college
degree provides. These students are disproportionately low income
and people of color. For many, going to college was their first, best,
and last opportunity for real economic mobility and success. These
are the people who are most vulnerable to the vagaries of an
increasingly globalized and volatile job market. Without a degree,
they face an uncertain and unstable future. (p. 5)

8. In order to increase retention and graduation rates, TAMUK should take
advantage of its unique identity and location and take a proactive approach to
find ways to enhance the social and academic integration of their students.
The data from this study showed that 56% of the fall 1990 entering students
came from Kleberg County and the four adjacent counties; an additional 31%
came from the surrounding 12 counties in South Texas. As a comprehensive,
regional university, TAMUK should focus upon the social and geographical
milieu in which it functions. As suggested by Duran (1986) in his research,
we need to learn more about how personal and background characteristics of
Hispanics interact with high school achievement, admissions test
performance, and college achievement in order to determine to what degree
we can expect accurate prediction of college success. The ability to grasp

what factors impact Hispanic success in college needs to be based on sound
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knowledge of the population characteristics and the diversity of those
characteristics. Only then will TAMUK be able to create an institutional
environment and provide academic interventions that will aid all students in
attainment of their academic goals.

In referencing the “college fit” theory, TAMUK should more carefully assess
its applicants and focus on pre-college characteristics in light of the academic
demands of the institution. An early, thorough evaluation of the students
would allow counselors and faculty advisors to respond to student needs
more effectively, and would allow for successful support and continuation of
those students that were accepted. Once admitted, students would benefit
from a comprehensive, well-planned orientation that assists them in adjusting
to those academic demands and expectations, as well as student services and
activities (Wyckoff, 1998).

The university should also consider examining other psychological factors
that appear to influence persistence. It has been found that motivation for
college work (as measured by the LASSI) showed a significant difference in
the success of first-time students (Forster et al., 1999). Also, although
demographic variables may predict early retention, it has been found that
stress-coping factors may become more predictive later (Ryland et al., 1994).
It has been suggested that student assessment must include the whole person,
including the study of all measures of coping effectively with the college

experience (Witherspoon et al., 1999).
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11. Of the 1106 entering freshmen in 1990, 490 eventually transferred to other
institutions, and over 77% of those never graduated at all. Over 60% of the
transfer semesters were spent at community and junior colleges. It has been
shown that the development and strengthening of articulation agreements
with community colleges helps improve transfer retention rates and improves
the continuity experienced by students when moving from a community
college to a university (Avalos & Pavel, 1993). TAMUK should strengthen
their articulation and 2+2 agreements with the community colleges in the
surrounding area, not only to smooth the transition of sophomore students
from the community colleges to the university, but also to encourage the
return of students who leave TAMUK. More emphasis needs to be placed on
articulation agreements and transfer policies, as well as orientation programs
targeting transfer students and their unique problems. Past studies have
shown that it benefits both the students and the institution to strengthen
transfer student orientation (Richardson & Bender, 1987).

12. This study should be replicated on a cohort with full data sets in order to

more accurately assess the predictability of variables.

Recommendations for Future Research

It is important to recognize that research supports the value of developing an
institutional retention model and measures of institution/student fit (Gillespie & Noble,

1992; Tinto, 1975). This 1990 cohort data should be utilized by the institution as a
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comparison of other cohorts to conduct longitudinal studies on retention and graduation,

as well as the relationship between pre-college and in-college characteristics of other

cohorts.

1.

Further research is warranted to explore more fully the relationship between
personal characteristics not captured by this study. Traits such as motivation,
persistence, and determination may be significant predictors of college
success.

Qualitative research is needed to fully assess the interplay between Hispanic
students and faculty in order to understand more fully how social and
academic integration inside and outside the classroom could be achieved,
thereby increasing the likelihood of college success. This study was unable
to capture any information regarding student’s attitudes about faculty, contact
with them, or mentoring by them. Numerous studies have cited faculty-
student interaction as critical for persistence for all students because it
increases social and academic integration and institutional commitment
(Velasquez, 1996; Muniz, 1994; Pascarella & Terenzini, 1991; Tinto, 1987).
The institution should undertake research of the advising process and
retention. TAMUK did not assess any component of the advising process for
freshmen or other students. The data in this study indicate that in addition to
a high rate of attrition, there are a significant number of students who change
majors, some of whom graduate and many who do not. An examination of

the advising process might reveal flaws or suggest advising strategies that
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would increase retention. Academic advising by faculty has been found to be
an important method for increasing faculty-student interaction and can lay the
groundwork for further academic and social integration (Beal & Noel, 1985;
Frost, 1991; Miller, 1991; Petress, 1996; White & Moseley, 1995).

4. Qualitative research is needed to fully assess why students transfer to other
institutions and what could possibly be done to retain those students.

5. This 1990 cohort data should be utilized by the institution as a comparison of
other cohorts to conduct longitudinal studies on retention and graduation, as
well as the relationship between pre-college and in-college characteristics of
other cohorts. Particular attention should be paid to high school curricula.

6. The institution should collect data and conduct research on the socio-
economic status, parental educational attainment, financial aid status, housing
status, work status (number of hours worked per week) of students.

7. Further study of Hispanic educational attainment is warranted. There is a
need for research that focuses on predominately Hispanic-serving institutions
in order to identify best practices and benchmarks that enhance the quality of
the educational experience for students.

The American Dream promotes the belief that all citizens are entitled to equal
educational opportunities and that social mobility, equal access, and a job for every
citizen are cornerstones of our nation. The reality is that our society is stratified and the
gap is widening; alarms are being sounded over the growing division around the concept

of class (Henricksen, 1995; Justiz, 1994). In 1990, the Business-Higher Education



188

Forum of the American Council on Higher Education produced a report outlining the
realities of minority life in the United States. They found that every 30 minutes, 250 new
Americans arrived in this country. During that same half hour, 50 young people dropped
out of school, 85 committed a violent crime against another person, and 27 teenage girls
gave birth, 16 of them out of wedlock. By the end of the school year, 1 million students
had dropped out of high school, over 1.3 million had committed a violent crime, and
478,000 teenagers had babies (Blandin, 1994). Minority students—Hispanics, Blacks,
and American Indians—continue to be less likely to graduate from college. This failure
undermines the very foundation of our nation, limits our ability to build a competitive
workforce, and challenges our educational system’s capacity to respond to demographic
predictions (Richardson & De Los Santos, 1988). Degree attainment is particularly
important to minority groups who have long been under represented and who strive to
become major players in social, political, and economic realms (Deskins, 1991). Unless
we can improve the collegiate experience and provide a more effective learning
environment for all students, educational access and educational success will remain an
unfulfilled dream for many (King, 1999).

A society that seeks to include all its citizens in meaningful and productive roles
must cultivate the intellectual capacities of all students. Higher education must be
committed to providing all individuals with the education and skills to face the
challenges of the future. In a multicultural society, everyone must work together to see
that all students are empowered and encouraged to succeed (WICHE, 1987). Colleges

and universities have a responsibility to provide the type of education that will enable
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students to attain their dreams and serve the society it will lead in the future. Texas
A&M University-Kingsville must show a willingness to provide services in tune with
student needs, develop and implement programs to impact student success, hire and train
the necessary faculty and staff, and develop an institutional environment in which all
students, regardless of background, can flourish. Frank Newman (1994) said it best:
Whenever, ‘We, the people’ set out to form a more perfect union, acting in
concert on matters of deep conviction, we have proved a potent force. When
we . . . created the G.I. Bill . . . and immensely expanded student aid by means of
work/study, Pell Grants, and loan programs . . . we greatly affected the size and
shape and power of higher education in America. Our American belief that
higher education should be a pathway to social mobility led to the founding of
land-grant universities, the hundreds of state colleges, and, more recently, the
widespread development of community colleges. Our efforts to improve higher

education for minorities can, and should, be at least as determined. (p. 348).
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