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This study examined the correlates between the dependent variables African-

American and Hispanic student enrollment in Texas public higher education to the 

independent variables institution type, education region, faculty demographics, 

curricular offerings and student organizations. Data for African-American (n = 124,000) 

and Hispanic enrollment (n = 314,000) in all Texas public higher education institutions 

(n = 109) for the 2008 academic year were examined. Significant results, using a 

statistical significance of p = .005, were reported for two of the variables. A correlation of 

Pearson’s r = .946 and statistical significance of p = .000 was observed between 

African-American student enrollment and the percentage representation of African-

American faculty in the same institution. A correlation of Pearson’s r = .982 and 

statistical significance of p = .000 was observed between Hispanic student enrollment 

and the percentage representation of Hispanic faculty in the same institution.  The 

results of this study found significant relationships between the presence of African-

American and Hispanic faculty and enrollment of African-American and Hispanic 

students. Recommendations are made for exploring these findings in further detail. 
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CHAPTER I 

INTRODUCTION 

 The transformation of colleges and universities to enable them to address issues 

of diversity and serve the rapidly changing enrollment demographic is one of the most 

pressing areas in higher education (Castenell, 1998). There is a need “to push more 

strongly than ever to ensure the full participation of different racial and ethnic groups in 

higher education that make up our society” (Valverde, 1998).  

 The importance of recognizing diversity continues to be an emerging issue in 

higher education (African-American Firsts, 2007). Continually changing national 

demographic diversity may be observed in the most recent United States Census 

Report (U.S. Census, 2009). However, controversy remains regarding the level of 

diversity in higher education, and the extent to which diversity should be a part of higher 

education (Florida, 1986). 

 As the level of diversity has increased in higher education over the last 20 years, 

there have been unexpected learning outcomes. According to Hurtado (1996),  

 “Many campuses were not prepared for the changes they would undergo as a result of 

including more adult students, women, and racial/ethnic minorities in their student 

bodies. These changes in student enrollments were connected with major intellectual 

and social movements that raised important questions about the product and 

transformation of knowledge, as well as access to education. “(p. 27). 

 As new diverse populations arrived on campus, universities and colleges were 

expected to teach a vast population of students. In 2005, “nearly one-quarter of all 

college students were ethnic minorities, up from 15 % in the mid 1970s” (Altbach, 2005).  
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 With an increasingly diverse student population, many students are first 

generation college attendees. A large number of the new students begin college without 

full understanding of the English language. Educators must be prepared to teach 

students primary vocabulary and grammar skills (Hurtado, 1996).  Hurtado (1996) noted 

a diverse body of faculty is essential in mitigating the unexpected language barrier (p. 

25).  Altbach (2005) reports that African- American and Latino college students are still 

under represented in both higher education student enrollment and faculty diversity (p. 

519). Higher education aspires to discover a solution to increase the presence of these 

two groups. 

 As ethnic cultures have clashed over the last century, the more dominant culture 

usually reinforces its paradigms on society (Altbach, 2003). By eliminating the struggle 

for perceived status or power, the pluralistic campus allows culturally diverse individuals 

and groups to feel comfortable and promote multicultural environments (Valverde, 

1998).   

 Over the last 25 years the face of higher education has greatly changed (Chang, 

Altbach & Lomotey, 2003). More people of color, including Hispanics, Asians, African-

Americans and American Indians, have been appointed to top leadership roles and in a 

wide range of institutions (Stuart, 2009). Increased minority student enrollment has 

resulted in a greater number of undergraduate degrees being awarded to different 

ethnic groups. 

 Historically, ethnic minority groups received fewer undergraduate degrees than 

their White, non-Hispanic counterparts. The underlying reason for these low 

achievement rates is historically grounded in lower enrollment of under represented 
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groups in colleges and universities (Chang et al., 2003). The social implications of the 

continued low enrollment of under represented groups in higher education must not be 

overlooked. 

 A nation whose college education more accurately reflects the society which it 

serves is significant (Tollefson, 1999). Astin noted “the diversity in the education level of 

society in general may be associated with several other positive outcomes” (Change, 

1993). Astin specifically noted positive changes as observed in “an increase in 

leadership (in several areas), participation in cultural activities, citizenship, commitment 

to developing a meaningful philosophy of life, and reduced materialistic values” (p. 45).  

 

Statement of the Problem 

 Demographic data from the U.S. Census Bureau (2009) indicates Texas has 

become a minority-majority state. The social and democratic implications related to the 

inclusion of historically under represented groups in higher education are noteworthy. 

Over the last 20 years on a national scale, the proportion of White, non-Hispanic 

Americans to all other ethnic groups has steadily decreased (U.S. Census, 2009). 

Demographic changes in higher education were greatest from 1980-2000 (Valverde, 

1998).   

 Minority access to and enrollment in a college or university is the first step in the 

completion of a degree for historically under represented groups. Considering the 

demographic data, the importance placed on the evolution of higher education is more 

easily understood. Scholars note “dominant cultures shape the larger contexts and 

substance of all learning in a society. Higher education is no exception” (Castenell, 
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1998). Higher education continues to struggle with issues of diversity and equity 

(Valverde, 1998).  

 Several studies have focused on selected factors thought to influence enrollment, 

principally tuition rates and the types of tuition assistance available to the individual 

(Braustein, McGrath, & Pescatrice, 1999; Brooks, 1996, Manski & Wise, 1982). Fuller, 

Manski, and Wise (1982) provide evidence that students are aware of financial and 

academic requirements of colleges, and that they tend to apply to institutions where 

students with similar backgrounds attend. If the latter is true, then changes in minority 

recruiting efforts may result in greater numbers of minority students begin drawn to one 

school over another. But to date, no studies have attempted to examine how the 

enrollment of African-American and Hispanic groups of students in Texas is related to 

the number of minority faculty employed by an institution, the number of minority 

student focused campus organizations, and the number of ethnic courses offered by the 

institution.  A review of the theoretical research suggests these institutional variables 

may be highly correlated with the ultimate minority student enrollment and success. 

 

Purpose of the Study 

 Therefore, the purpose of this study is to examine the correlates between 

enrollment of African-American and Hispanic groups and institution type, faculty 

demographics, curricular offerings, geographic location, and the number of campus 

student organizations focused on minority student interests.  
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Research Questions 

To accomplish this purpose the following research questions are addressed: 

1. What are the correlations between African-American student enrollment in 

public higher education institutions in Texas and institutional type, faculty 

demographics, curricular offerings, geographic location and the number of student 

organizations focused on African-American interests? 

2. What are the correlations between Hispanic student enrollment in public 

higher education institutions in Texas and institutional type, faculty demographics, 

curricular offerings, geographic location and the number of student organizations 

focused on Hispanic interests? 

 

Significance of the Study 

 Statistics regarding the degree completion of different ethnic groups in Texas are 

available from the Texas Higher Education Coordinating Board.  However, the 

completion statistics only describe graduation and persistence rates of the ethnic 

groups. Higher education degrees earned by African- Americans and Hispanics 

continue to be considerably lower than their White, Non-Hispanic counterparts (Swail, 

2003).  

 Table 1 shows highest level of education earned, by ethnicity, for the years 1990-

2005. The most notable increase in bachelor’s degrees earned is in the African-

American demographic. For African-Americans, there was an increase in bachelor’s 

degrees earned from 6.8% to 12.5% for the years 1990-2005. Despite this progress, 
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degrees earned by African- Americans and Hispanics continue to be lower than degrees 

earned by White, non-Hispanic students. 

Table 1 

Percentage Distribution of Adults Ages 25 and Over According to Highest Level of 
Educational Attainment, by Race/Ethnicity: Selected Years, 1990-2005 
 
 
Race/ 

Ethnicity Year < H.S. 
Completion 

H.S. 
Completion 

Some 
College 

Associate's 
Degree 

Bachelor's 
Degree 

White, 
non-
Hispanic 

1990 18.6% 39.8% 18.5% - 13.4% 

1995 14.1% 34.8% 18.2% 7.6% 16.7% 

2000 11.6% 34.1% 17.9% 8.4% 18.6% 

2005 9.9% 32.9% 17.4% 9.3% 19.7% 

African-
American 

1990 33.8% 37.2% 17.7% - 6.8% 

1995 26.2% 36.2% 18.0% 6.3% 9.6% 

2000 21.1% 35.3% 20.1% 6.8% 11.5% 

2005 18.5% 37.3% 18.5% 8.0% 12.5% 

Hispanic 

1990 49.2% 29.2% 12.4% - 5.5% 

1995 46.6% 26.3% 13.2% 4.6% 6.2% 

2000 43.0% 27.9% 13.5% 5.0% 7.3% 

2005 41.5% 27.6% 13.3% 5.6% 8.5% 

Note: U.S. Department of Commerce, Census Bureau, Current Population Survey, Annual Demographic 
Supplement 1990, 1995, and 2000. 
 
 

Figure 1 graphically illustrates the percentage distribution of freshmen student 

enrollment by race/ethnicity for the years 1976-2007. Although there has been a steady 

decline in the enrollment of White, Non-Hispanic students from 1976-2007, levels of 

enrollment continue to be significantly lower for African-American and Hispanic 

students. Figure 1 shows only a slight increase in enrollment, from 9.4% to 13.1% for 

African-American students over the past 31 year period. 
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Figure 1.  College enrollment percentages of 18 to 24 year olds by race/ethnicity, 1976-
2007 (U.S. Dept of Education, 2009). 

 

The community college has traditionally played an important role in providing 

initial access to higher education for large numbers of minority students, although “not 

all observers of the community college view its function as a democratizing social agent” 

(Brint & Karabel, 1989).  

Each institutional type attracts students to higher education for different reasons. 

The most recent national longitudinal data from the U.S. Department of Education 

shows that only 1 of 5 students from the lowest socio-economic quartile enrolled in a 4-

year institution, compared to 2 of 3 from the highest quartile (U.S. Department of 

Education, 2007). The data suggest the most disadvantaged students are increasingly 

concentrated at 2-year institutions. 
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 This study is important because it establishes a relationship between African-

American and Hispanic student group enrollment and faculty diversity, minority focused 

student organizations and curricular offerings in the community college and the 

university, and geographic location. It also provides empirical data to school officials, 

supporting the continued development of more culturally diverse campuses. Lastly, it 

provides policy makers with additional data to assist in the creation of sound state and 

institution policy. Cone & Foster (1993) state “One major purpose (of the dissertation) is 

to make original contribution to knowledge on an important topic (p. 3). According to 

Swail (2003), in the mid 1990s the cost to recruit and enroll one student was $750. The 

cost of recruitment has increased to over $1,200 per student when considering 

recruitment, outreach, admissions, and marketing expenses (p. 11). The development 

of effective minority recruiting policies is one way to curb one portion of the rising cost of 

higher education. 

 As community colleges and universities seek to increase the enrollment of 

African-American and Hispanic students, the gathering and examination of predictor 

variables is important. Studying the enrollment of African-American and Hispanic 

student groups is a key component for managing the overall effectiveness of the higher 

education system. “For students of color, the stakes have never been higher” (Gladieux 

& Swail, 1998). Establishing a relationship between minority student enrollment and 

predictor variables provides a reference for stakeholders regarding the recruitment and 

success of minority students.  
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Definition of Terms 

Community college faculty. Full-time or part-time faculty in 2-year institutions as 

defined by the Texas Higher Education Coordinating Board. 

 Course offerings. Describes general degree requirements related to ethnic or 

cultural specific studies as defined by the Texas Higher Education Coordinating Board. 

Ethnic studies course. Describes course offerings focusing on specific named 

ethnicities whose options include languages, literature, history, religion, contemporary 

issues, fine arts, and government/politics, cultural, ethnic, sociology, psychology, and 

gender studies. 

Ethnicity.  A complex set of characteristics of groups sharing a historical identity 

in contrast or opposition to mainstream society (Trueba, 1998). Operationally defined as 

African-American and Hispanic ethnicities by the Texas Higher Education Coordinating 

Board. 

 Four-year faculty. Defined as professor, associate professor, assistant professor 

or instructor in 4-year institutions. Inclusive of all tenured, tenure track or full time non-

tenure track faculty in 4-year institutions. 

 High/low growth education region. The designation of describing if an institution 

is in an area defined as an area of high or low growth by the Texas Higher Education 

Coordinating Board.  

 Minority course offerings. Describes general degree requirements related to 

ethnic or cultural specific studies as defined by the Texas Higher Education 

Coordinating Board. 
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 Minority faculty demographics. Describes percentage totals of minority faculty 

identified as being either African-American or Hispanic. Minority Faculty Demographic 

data are expressed as percentages.  

 Minority interest campus student organization. Describes an ethnically named or 

ethnic specific student organization, such as Hispanic Culture Club or African-American 

Business Professionals. Minority interest campus student organizations are individually 

counted from all campus student groups, clubs and organizations. Minority Interest 

Campus Student Organization totals are expressed as percentages. 

 Minority supportive campus culture. Operationally defined as the presence of 

ethnic specific student organizations, ethnic specific course offerings, and minority 

faculty.  

THECB. Texas Higher Education Coordinating Board.  

Under represented group. Operationally defined to include African-American and 

Hispanic ethnicities. 
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CHAPTER II 
 

REVIEW OF THE LITERATURE 
 

Introduction 

 
This chapter is organized into three sections and a brief chapter summary.  The 

first section of the literature review addresses historical aspects of the American higher 

education system. The historical review includes a review of the role of higher education 

in modern society and the importance of representative demographic enrollment in 

higher education. Finally, this section explains the social benefit of a broadly educated 

society. 

The second section of the literature review explains the variables in this study as 

they are related to the theoretical framework. The variables in this study are African-

American and Hispanic enrollment, institution type, faculty demographics, education 

region, institutional curricular offerings, and student organizations of interest to minority 

students. The discussion highlights the rational as to why these factors were selected 

for this study, and how the factors are related to the theoretical framework of the study. 

The final section of the literature review discusses the theoretical framework 

upon which this study is grounded. Mainstream theories are presented, and their 

similarities identified. The merits of the individual theories are discussed to provide a 

framework for explaining their importance to this study. 

 

Brief Historical Summary of Higher Education 

Higher education is a great benefit to both individuals and society (THECB, 

2009). Considering the history of higher education in the United States and the role of 
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higher education in a democracy, there must be discussion regarding the transformation 

of higher education from “a culture shaped by Anglo European influences” into a system 

of pluralistic campuses (Wong, 1991).  The term pluralistic is used to denote any 

situation in which no particular political, cultural, ethnic, or ideological group is dominant 

(Valverde, 1998). The absence of a dominant group on a campus indicates ethnic group 

representation closely mirroring local demographics.  

Historically, there has often been competition between different groups, having 

only one winner. A single winner in a situation indicates one group becomes the source 

of power. This power idea is apparent in American higher education and the continuing 

struggle with excellence and diversity (Valverde, 1998). 

To meet the varied higher education needs of the country, there are two main 

options within higher education from which to choose. The first option is the university, 

or 4-year institution. The second option is the community college, or 2-year institution. 

Each of these institutions is unique in its design, mission, and history. A brief review of 

the history of each institution will help establish the social framework and attitude of 

each institution. Although the two institutional types are designed to function differently, 

the goal for each remains the same, that being the education of college students.  

The 4-year institution (university) in America has an interesting background. The 

first three universities established in the then British colonies were Harvard (1636), 

William and Mary (1693), and Yale (1701) (Altbach, 2005). Entrance into the university 

required candidates to have knowledge of Latin, Greek, and arithmetic (Geiger, 2005). 

The educational focus of the first universities was the education and training of ministers 

(Altbach, 2005). The level of existing knowledge required by the university for admission 
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was severely discriminating. The first institutions were established as a part of their 

respective church, and were reflective of the civil government of the time (Geiger, 

2005). The curriculum focused on mastering the classical languages, philosophy, and 

developing a working knowledge of Latin.  

For the first 190 years of higher education in America (1636-1826), all of the 

graduates were of Anglo-Saxon descent (Altbach, 2005). The first African-American 

college graduate was Edward A. Jones. Jones received a Bachelor of Arts degree from 

Amherst College in 1826 (African-American Firsts, 2007). By 1954, fewer than 1% 

(4,080) of 480,000 freshmen students entering colleges and universities were African-

American (Powell, 1998).  

  Major reform in the curriculum of the university began in the early 1800s. During 

this period, “distinctive patterns of higher education in the Northeast, the South, and the 

trans-Appalachia west began to emerge“ (Geiger, 2005). Pronounced differences in the 

curricula and type of college became more widespread. For the first time in the history 

of American higher education, differences between the universities were based on 

geographic region, prospective students, and geographic need. Regardless of 

geographic location, colleges and universities were believed to enhance the cultural and 

economic standing of a community (Geiger, 2005).  

By the 1850s, more than 40 women’s institutions had been chartered, and Ohio 

provided college education for free African-Americans (Geiger, 2005). This post-civil 

war expansion of higher education was a critical first step in the acknowledgement and 

recruitment of what may be classified as “non-traditional” students. For the first time in 

the history of American higher education, the opportunity for a post-secondary 
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education had been expanded to include women and African-Americans. Berdahl, 

Altbach and Gumport (2005) also cite the Morrill Land-Grant Act of 1862 and 1890 as 

two of the earliest and most critical pieces of government legislation, leading to “the 

diversification of higher education, and a larger, more heterogeneous student body” (p. 

4).  

The Morrill Land-Grant Act of 1862 initially granted “30,000 acres of public land 

for each senator and representative in the US congress” (Background on the Morrill 

Land Act, 2006).  Each state, regardless of size, would receive a minimum of 90,000 

acres.  The primary stipulation tied to accepting land under this act was “the 

endowment, support, and maintenance of at least one college where the leading object 

shall be,…,to teach such branches of learning as are related to agriculture and 

mechanical arts” (National Association for State Universities). 

In 1890 a second, more racially focused version of the Morrill Act was passed 

and signed into law.  This version of the act granted monies to the states to be used in 

the establishment of colleges and universities.  However, in addition to the previously 

defined criteria, the second act specifically prevents the discrimination of race in college 

attendance.  States accepting monies under the Morrill Act of 1890 would no longer be 

permitted to use race in the college admissions process (Background on the Morrill 

Land Act). The passage of the second Morrill Act opened the doors of higher education 

to African-Americans all over the country. The affect of the second Morrill Act was 

greatest in the South for the newly freed slaves. 

The next major evolution of higher education would not occur until the 1920s with 

the transformation of many colleges into teacher colleges, also known as “normal” 
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colleges (Rogers, 2002). For many years normal colleges were confined to awarding 

education degrees. The creating of normal colleges provided large scale access to 

higher education for a larger section of society, especially women (Geiger, 2005).  

Although traditionally slow to evolve, the university began to experience 

increasingly rapid growth from 1890 on. By 1913, only 60 years after the first woman 

was admitted to Oberlin College, women made up 37% of college enrollment (Altbach, 

2005). Around the same time, entrance requirements for the college had been uniformly 

defined, requiring a high school education as the main criteria for admission (Geiger, 

2005).  The new admission requirement, again, discriminated against those who were 

not afforded a high school education. In general, only the wealthy or socially 

empowered were afforded the opportunity to receive a primary and secondary 

education (Altbach, 2005).   

Despite the new admission requirement, Geiger (2005) writes “enrollments in 

higher education approximately doubled during the 1920s, and this expansion triggered 

qualitative changes…identified as the transition from elite higher education to mass 

higher education” (p. 60). 

 A milestone in higher education for African-Americans was the establishment of 

the United Negro College Fund. The United Negro College Fund was established in 

1944, by Tuskegee University president, Frederick Patterson. Currently, more than 60% 

of students supported by UNCF are the first in their families to attend college; 62% are 

from families with annual incomes of less than $25,000; and 93% qualify for Federal 

financial aid. The United Negro College Fund administers 400 scholarship and 

internship programs, providing students from low- and moderate-income families 
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assistance for college tuition, books and room and board (United Negro College Fund, 

2009). Additionally, the Servicemen’s Readjustment Act of 1944 (G.I. Bill) also provided 

funds to all minority groups to attend college.   

The period of 1950-1972 has been identified as arguably one of the most 

important eras in modern higher education (Geiger, 2005). The increase in the faculty 

diversity in higher education, the development of curriculum to meet the geographic 

needs which the colleges served, and government aid to veterans had never been 

higher. These factors continue to be of critical importance as institutions continue 

evolving to serve rapidly changing demographics.  

Higher education in the 1960s experienced several key, historical events. One of 

the first important keystone transition events was a “sit-in” in 1960. Four African-

American college students at Agricultural and Technical College of North Carolina were 

refused lunch service at a local Woolworth store. The Agricultural and Technical College 

of North Carolina is a historically African-American college, having been founded in 

1891 as a land-grant institution from the 2nd Morrill Act (Campus Information, 2005). The 

5-day sit-in drew national attention to racial bias and separation. President Eisenhower 

commented on the event, saying he was “deeply sympathetic with efforts of any group 

to enjoy the rights…of equality that they are guaranteed by the Constitution” (Wilkinson, 

1969). 

  Although the students were not served during the sit-in, the civil rights event 

brought renewed national attention to African-Americans on many levels. Two years 

later, in 1962, James Meredith became the first African-American student to attend the 

University of Mississippi. President Kennedy ordered federal marshals to escort 
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Meredith to campus. The following year in 1963, Governor George Wallace physically 

attempted to block Vivian Malone and James Hood from entering the University of 

Alabama. Two years later, Malone became the first African-American woman to 

graduate from the University of Alabama. At the end of the decade, in 1968, San 

Francisco State University had established the first African-American studies 

department in the United States (Rockler, 2009). 

Prior to the civil rights movement of the 1960s, little attention was given to faculty 

diversity in higher education. Antonio (2003) wrote “…the consciousness provided by 

the Civil Rights movement of that decade (1960s) led to efforts to diversify higher 

education at all levels, especially in the faculty ranks” (p. 1). Prior to 1983, White, non-

Hispanics comprised 91% of all full-time faculty. Ten years later, in 1993, the 

percentage of minority faculty in higher education had only risen 3 percentage points 

(Antonio, 2003). Scholars contend that faculty of color are essential because they 

provide students with diverse role models, help provide more effective mentoring to 

minority students, and are supportive of minority-related and other areas of non-

traditional scholarship (Antonio, 2003). 

The 2-year college is a relatively recent innovation. First established in 1901, 

junior colleges also experienced growth and expansion. By 1940, 11% of all college 

students were enrolled in the junior college (Geiger, 2005). A 1932 report by the 

Carnegie Foundation entitled State Higher Education in California defined, for the first 

time, the separate roles of the 2-year college and the 4-year university (Geiger, 2005). 

Although the Carnegie document described the roles as they related to the Berkeley 

System in California, the report influenced higher education across the entire nation.  
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Joliet Junior College was the first public 2-year higher education institution, opening in 

1901 (Whitson, 2004). From 1901 to the 1950s there was great expansion of the 2-year 

college. However, many community colleges were founded in the mid-1960s (Cohen & 

Brawer, 1996). As the nation entered the 1960s, access to higher education was 

increasing at an amazing rate. Geiger (2005) writes, 

Beginning with the flood of returning soldiers, supported by the Servicemen’s 
Readjustment Act of 1944 (GI Bill), and concluding with the tidal wave of 
community college students of the early 1970s, this period was the most 
expansive in the American Experience. The final component of this growth came 
from new public community colleges, which from 1965-1972 were opened at a 
rate exceeding one per week. (p. 61) 
 
The junior college movement in Texas was formally ratified under the Texas 

Junior College Law of 1929 (Eells, 1931). Today, the community college system in 

Texas is made up of 50 community college districts, with more than 70 total campuses, 

3 public, lower-division colleges within the Lamar University System, 4 main campuses 

in the Texas State Technical College System, and 2 independent junior colleges (Texas 

Higher Education Data, 2009).  

 The strength of the community college lies in the ability of the community college 

to “enhance the economic viability” of the community the college serves (Tollefson et 

al., 1999). Additionally, local leaders and business turn to community colleges to aid in 

workforce development, training, and technology transfer (Tollefson et al., 1999). The 

ability of the community college to quickly react and train workers is critical to the 

economic viability of the state.  

Community colleges now serve as a major provider in the higher education 

system nationwide (Pascarella & Terenzini, 2005; Tinto, 2004). By offering higher 

educational opportunity for any high school graduate with the ability to benefit from 
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college, community colleges open doors to employment and higher paying jobs, help to 

build the tax base, and develop adults who contribute to the local and political 

community (Boswell & Wilson, 2004; Carnevale & Desrochers, 2004; McClenney, 

2002). Community colleges attract high proportions of low-income, first-generation 

college students and students of color, and those typically underserved by higher 

education (American Association of Community Colleges, 2008; Cohen & Brawer, 

2003). 

 National and state government has recognized the importance of greater 

enrollment of ethnic minority groups in higher education.  In Texas, the Higher 

Education Coordinating Board “provides leadership and coordination for the Texas 

higher education system. Since being created by the Texas Legislature in 1965, the 

Board has worked to achieve excellence for the college education of Texas students” 

(THECB, 2009).  The Texas Higher Education Coordinating Board has produced 

several documents targeted at increasing participation of traditionally under represented 

ethnicities in higher education. The most notable document is Closing the Gaps: The 

Texas Higher Education Plan. 

 Approved and distributed by the Texas Higher Education Coordinating Board in 

October of 2000, Closing the Gaps has four stated goals for higher education in Texas. 

The four goals identified in Closing the Gaps are: 

1. Closing the gaps in participation 

2. Closing the gaps in success 

3. Closing the gaps in excellence 

4. Closing the gaps in research 
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The higher education plan calls for reaching all goals in Closing the Gaps by 2015.  The 

first goal of Closing the Gaps is the focus of this study. As previously stated, initial 

enrollment in the college or university is the first step in the higher education for all 

students.  

 The Texas Higher Education Coordinating Board specifically mentions the 

importance of greater numbers of minority faculty in achieving the goals set forth in 

Closing the Gaps.  

Reaching the goal will require greater numbers of faculty-including minority 
faculty-to reach every student. Reaching the goal will also require increasing 
participation from every population group, but especially Hispanics and African-
Americans. (p. 8-9) 
 
In 2007, Texas became a minority-majority state. Using data collected from the 

U.S. Census Bureau, the White, non-Hispanic ethnicity comprises 47.4% of the overall 

state population. The Hispanic group is the next largest demographic, making up 36.5% 

of the state population. By the end of 2010, the higher education board expects 

Hispanics will account for more than 40% of the total state population. African-

Americans will represent 11% of the total population, with White, non-Hispanic residents 

representing 45% of the population (Texas Higher Education Coordinating Board, 

2000). 

Hispanics currently represent the largest ethnic minority status groups in the 

United States (U.S. Census, 2009) and the fastest growing ethnic minority group in the 

U.S. public school systems (Vernez & Mizell, 2001). With a dropout rate of 28.6%, 

Hispanic students are the least likely of all ethnic groups to complete high school and 

enter college (National Center for Education Statistics, 2004).  
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Given the substantial presence of Hispanics in the United States, their 

disproportionate low enrollment in higher education nationwide is highly problematic 

(Massey, Charles, Lundy, & Fischer, 2003). As the least college educated ethnic group 

in the country, Hispanics are more likely to work in the service sector and as laborers 

(NCES, 2004), to earn less money and be overrepresented in poverty (Morotta & 

Garcia, 2003). 

African-American enrollment in higher education continues to steadily increase. A 

report from the U.S Department of Education states that in 2008, the latest year for 

which complete data is available, there were 2,383,000 African-American students 

enrolled in higher education in the United States. This is the highest level of enrollment 

for African-Americans in history (NCES, 2009). Nationally, although there have been 

substantial gains in higher education access and enrollment for African-Americans over 

the past few decades (U.S. Department of Education, 2006), campus administrators still 

have concerns with the overall low enrollment numbers of African-Americans in higher 

education. 

 

Explanation of Variables 

 This study sought to understand the correlates between African-American and 

Hispanic student enrollment and education region, institution type, faculty 

demographics, course offerings, and the number of student organizations of interest to 

minority students. The variables used in this study are cited in the literature as being 

among the most important factors to the enrollment of under represented groups 
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(Chang et at., 2005, Powell, 1998, Bohr, Pascarella, Nora & Terenzini, 1995, MacKay & 

Kuh, 1994).  

Enrollment figures for under represented groups in the university and community 

college have reached a plateau, even though their demographic representation in the 

U.S. population continues to increase (Chang et al., 2005). The Hispanic and African-

American minority groups have a relatively high drop out rate in high school, which the 

THECB cites as main reason for the plateau in enrollment (THECB, 2009). Compared to 

other groups, the Asian population has experienced significant enrollment increases in 

higher education since 1980. In general, the Asian group has a high, secondary 

graduation rate as compared to other groups (Chang et al., 2005).  

Although the Asian ethnicity is included in much of the literature, it was not a 

focus of this study. In the Institutional Targets for Closing the Gaps- Participation 

document, the Texas Higher Education Coordinating Board cites African-American and 

Hispanic enrollment as the two most critical areas of concern. 

  The most recent enrollment data for fall 2008 from the Texas Higher Education 

Coordinating Board cites an enrollment of 1,204,893 undergraduate students in Texas 

public four year universities. The enrollment data for the same period for Texas 

community colleges was 226,757 (THECB, 2008). As a distribution percentage in higher 

education, this translates into 84.2% and 15.8%, respectively. White, non-Hispanics 

accounted for only 46 % of all unduplicated enrollments in the community college for 

2008. This indicates a minority-majority student body in higher education.  

 Curricular offerings have been identified as important factors in the enrollment of 

ethnic minorities in higher education. Chang (2005) stated “Institutions with more 
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diverse student bodies tend to offer a wider range of options for academic expression” 

(p. 525).  Students have demanded the expansion of curriculum to include ethnic 

studies as part of the core curriculum (Chang et al., 2005). Increased curricular offerings 

provide minority students additional ways to become more involved on campus, a 

critical factor in identified in Astin’s theory of student involvement. Chang (2005) goes 

on to explain that organizations and curriculum designed to support students of color 

“appear to contribute to those students’ retention, adjustment, and attachment to their 

institution” (p. 526). 

 Campus student organizations have been identified as a critical component to 

the enrollment and success of under represented students. Campus student 

organizations “acquaint the student with the mission, culture and traditions of the 

college or university” (Powell, 1998).  The mission of orientation and campus student 

organizations, according to the Council on the Advancement of Standards (CAS, 1986), 

is to “aid students in their transition to the institution, expose students to broad 

educational experiences, and integrate students into the life of the institution” (p. 97). 

The literature suggests that involvement in student organizations may lead to many 

gains for students, including learning/academic performance (Bohr, Pascarella, Nora & 

Terenzini, 1995), critical thinking (Gellin, 2003), personal development (MacKay & Kuh, 

1994), and enrollment (Milem & Berger, 1997). 

Creating a healthy campus environment for all students is important. Powell 

(1998) wrote “Improving the campus climate is perhaps the most important plank in any 

enrollment management strategy” (p. 109). The presence of campus student 

organizations is one way students visibly observe a diverse campus climate. Many 
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under represented students come from segregated schools and may not be 

accustomed to such a “White, Non-Hispanic” environment (Powell, 1998). In the past, 

institutions expected minority students to “fit in and negotiate their own way” (Valverde, 

1998). The presence of student organizations of particular interest to minority students 

may provide the minority student a way to more easily fit into their new environment, 

and therefore positively correlate to minority enrollment numbers and student success. 

 

Demographic Framework 

National demographics have changed from 1900 to 2000. At the beginning of the 

century, 1 in 8 (12.5%) Americans was of a race other than White, Non-Hispanic; by the 

end of the century, the ratio was 1 out of 4 (25%) (Hobbs, 2002). For this study, the 

ethnicities classified as being part of the under represented group are African-

Americans and Hispanics. 

Based upon information collected by the United States Census Bureau, the U.S. 

population more than tripled from 76 million people in 1900 to 281 million people in 

2000. The growth of 32.7 million people in the 1990s represented “the largest numerical 

increase of any decade in U.S. history” (Hobbs, 2002). Beginning in 1928, citizens 

began migrating from rural areas, leaving their agrarian roots. The census bureau 

estimates 72% of Americans lived in non-urban areas in 1910. By 2000, 80% of 

Americans lived in urban or metropolitan areas (Hobbs, 2002). The move from rural 

areas to urban occurred across all races and ethnicities. 

 During the last century, 1900-2000, over half of the total national population lived 

in eight states. Of these eight states, Texas was one of only four to eclipse 10 million 
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residents by the end of the century, which it had surpassed by 1970. By the end of the 

20th century, Texas was home to 17.8 million residents (Hobbs). The most notable time 

period during this transformation was 1980 to 2000.  

During the period from 1980 to 2000, the national Hispanic population more than 

doubled, from 14.6 million to 35.3 million. In terms of overall national percentage, this is 

a change from 6.4% to 12.5%. Within the Hispanic demographic, this represents a 

group increase of 141.7%. Other minority groups also experienced significant growth. 

The African-American demographic increased by 30.8%, while the Asian and Pacific 

Islander demographic increased by 204%. During the twenty year period, the population 

for the White, non-Hispanic demographic had the smallest increase of only 12.3% 

(USCB, 2009).  

U.S. Census Bureau data for 2004 that is available for individual states, but not 

for regions, indicates that 77.7% of Texans age 25 and over have a high school diploma 

or higher degree, and 22% have a bachelor’s degree or higher. In California, 81% of 

residents have at least a high school diploma and 28.5% have a bachelor’s degree or 

higher (USCB, 2009). For the United States as a whole, 83.5% residents have 

completed high school or more, and 26.3% with a bachelor’s degree or higher (USCB, 

2009). For Hispanics in Texas, only 52.4% have an educational attainment of high 

school graduation or higher, and 9.2% have a bachelor’s degree or higher. The 

comparable figures for White, Non-Hispanics are 91.7% and 32.7%. U.S. rates for 

Hispanics are 57.3% with a high school diploma or more and 9.9% with a bachelor’s 

degree or higher (USCB, 2009). Table 2 summarizes educational attainment across the 

state by region as reported by the 2009 census. 
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Table 2 

Texas Educational Attainment in 2000, By Region 

Region 
Population 
Over Age 

25 

Percentage 
High School 
Diploma (or 

GED) or Higher 

Percentage 
Associate's 
Degree or 

Higher 

Percentage 
Undergraduate 

Degree               
or Higher 

1 - High Plains 607,037 75.0% 24.1% 18.8% 

2 - Northwest  350,250 76.1% 21.4% 16.7% 

3 - Metroplex 3,416,273 79.8% 33.4% 27.8% 

4 - Upper East Texas 665,553 75.1% 20.8% 15.3% 

5 - Southeast Texas 476,816 75.2% 18.4% 13.9% 

6 - Gulf Coast 2,972,716 76.2% 31.1% 26.1% 

7 - Central Texas 1,274,317 82.1% 35.2% 29.6% 

8 - South Texas 2,304,306 68.0% 22.7% 17.8% 

9 - West Texas 317,012 71.2% 21.3% 16.4% 

10 - Upper Rio Grande 406,613 65.6% 21.7% 16.7% 

Statewide 12,790,893 74.4% 25.0% 19.9% 

 

Within Texas, the movement to the urban setting suggests a change in the 

education and skills required to find meaningful employment. With an increasingly 

diverse local population, many of the new urban residents were first generation college 

attendees (Hurtado, 1996). With 80% of the nation now living in urban areas, the body 

of potential students in higher education has never been greater. Geographic barriers to 

higher education have been greatly reduced by migration of residents to urban areas. 

The geographic expansion of universities and colleges has been important to increased 

access to higher education. The open-enrollment policy of community colleges has 

removed other traditional barriers to enrollment. With these two barriers now removed 

for the majority of state residents, higher education must now work to minimize other 

barriers to college enrollment. Increasing the number of minority faculty members on 

college and university campuses will be crucial in removing barriers to enrollment.  
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The participation goal outlined in Closing the Gaps is to enroll 5.7% of the 

population in higher education. In 2005, Texas reported an overall participation rate of 

5.4%. For this measurement, enrollments included non-resident students, and students 

enrolled in public, independent, private and career institutions that report data to the 

Texas Higher Education Coordinating Board.  

Figure 2 shows the percent enrollment of the ten states with the highest 

percentage of enrollment in higher education.  With a reported participation rate of 

5.4%, Texas ranked near the middle of the ten most populated states on the percentage 

of population in higher education. Texas higher education participation rates still lag 

behind New York (6.0%), Michigan (6.2%), Illinois (6.5%) and California (6.6%). 

 

 

Figure 2. Higher education enrollment as a percentage of state population, 2005. 
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Ethnic Minority College Participation Rates 

 Little doubt remains regarding the historical under representation of African-

Americans and Hispanics in higher education. On a national scale, experts have studied 

ethnic enrollment patterns in an attempt to explain the disproportionately low enrollment 

numbers (Allen, 1992). In empirical terms, total undergraduate enrollment from 1976-

2004 increased for each ethnic group. In 1976, there were 1,535,000 minorities enrolled 

in all undergraduate institutions, accounting for 17% of total enrollment (NCES, 2007). 

Between 1976 and 2004, Hispanic enrollment in higher education has increased from 

353,000 to 1,667,000, representing a 372% increase. During the same period, African-

American enrollment increased from 943,000 to 1,918,000, a 103% increase. In 2003, a 

higher percentage of African-American elementary and secondary students had been 

suspended from school at some point than was the case for students of any other 

race/ethnicity (NCES, 2007).  

 Examining factors that may be related to the low participation rates of minorities 

in higher education, Cohen and Willis (1985) cite lack of emotional support as an 

overarching theme. Emotional support includes support from family members, campus 

counseling centers, faculty members or peers. Families provide emotional support 

through a social environment that influences a students’ perception of education 

(Teachman, 1998). This influence has been well documented in primary and secondary 

settings.  

 Most of the research related to family emotional support systems has been 

conducted on White, non-Hispanic populations. Ball (1993) noted the generalization of 

the single ethnicity results across all ethnicities. As a result, the research fails to fully 
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examine the role family plays in supporting minority student’s transition to higher 

education. Dressler (1987) found that minority families, African-Americans in particular, 

are more likely to seek and receive informal social and emotional support from family 

members. In general, ethnic minorities are more suspicious and reluctant to seek help 

from White, Non-Hispanic Americans or trained professionals. The implications of this 

finding for higher education are substantial. By creating a culture ethnic diversity and 

easily observed ethnic characteristics, institutions provide a means of emotional support 

to wary under represented groups of students. 

 Flint (1992) and Teachman (1998) have written about the influence of family on 

education. There is also literature on the relationship between education and minority 

families in the K-12 level (Clark, 1983, Epstein, 1987). In the K-12 setting, minority 

families are also characterized by “valuing extended kin relationships” (Staples, 1986). 

Grandparents, aunts, uncles, nieces, nephews, and cousins are examples of kin 

relationships. These relatives may live with the primary family, and provide emotional 

support for other family members.  

 Herndon & Hurt (2004) found “fictive” relationships to be widely pronounced in 

minority families. Fictive relationships were defined as a type of kinship bond, not 

related by blood. Examples of fictive relationships include neighbors, church members, 

and friends. Fictive relationships are often viewed as equally significant as blood 

relationships (Staples, 1986). New minority students in higher education may expand 

their fictive relationships to include campus organizations, such as Greek life 

communities, ethnic or gender based clubs, or institution faculty. The relationship 

between traditionally under represented students and fictive relationships is not often 
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mentioned in the literature. Herndon (2004) found that both kin and fictive relationships 

affected minority student motivation to pursue higher education and their ability to 

succeed in school.  

 

Description of the Regions 

 The Coordinating Board utilizes 10 higher education regions. Data collected for 

these regions highlight the differences between regions of the state. The Texas State 

Data Center projects that 5 of the 10 regions (Central Texas, Gulf Coast, Metroplex, 

South Texas, and Upper Rio Grande) will have the largest increases in the 18-to-35 age 

group for all ethnicities, Hispanics in particular. These five regions are projected to 

account for 86% of the 18-35 age group from 2007 to 2015 and 86% of the Hispanic 

population in these traditional college going ages (THECB, 2008). In addition, 96% of 

the total population growth between 2007 and 2015 is expected in the same five regions 

(USCB, 2009). The five high-growth regions will have a significantly greater need for 

additional higher education than the slower growing regions.  

 Figure 3 shows a map of the Texas Higher Education Regions. The five slow-

growth regions (High Plains, Northwest Texas, Southeast Texas, Upper East Texas, 

and West Texas) represent an important part of the state’s population requiring higher 

education offerings. Institutions in these regions provide educational opportunities for 

students from the region and the state as a whole. As an example, Texas Tech 

University offers a broad range of educational opportunities on its campus in Lubbock, 

throughout the High Plains region, and beyond the region. 
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Figure 3. Map of Texas Higher Education Regions (THECB, 2009) 
 

Table 3 shows the percentage of regional residents enrolled in 2-year and 4-year 

institutions for fall, 2008. To achieve the participation goals outlined in Closing the 

Gaps, the state must attract more underrepresented minority students into higher 

education. If current enrollment patterns continue, these students may be more likely to 

enroll in two year institutions for reasons such as self-identification with the institution, 

curricular offerings, and the geographic location of 2-year institutions’ campuses to a 

greater portion of Texans. 

Two-year colleges perform a key role in drawing Texas students into higher 

education, especially at the local level. Their enrollment as a percentage of all students 

at public higher education institutions increased from 51.5% in fall 2000, to 53.3% in fall 

2007, and institutional targets show their percentage rising to 56.6% in 2015 (Regional 

Plan, 2008). 
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Table 3 

Percentage of Regional Residents Enrolled in Texas Public Institutions, 2008 

Education Region Population 
2008 

Regional 
Residents 
Enrolled 

Number at 
Two-Year 

% at Two-
Year 

Number at 
Four-Year 

% at Four-
Year 

Region 1 - High 
Plains 697,538 58,887 50,933 86.50% 7,954 13.50% 

Region 2 - 
Northwest 535,424 18,572 14,958 80.50% 3,614 19.50% 

Region 3 - 
Metroplex 7,250,191 433,203 365,911 84.50% 67,292 15.50% 

Region 4 - Upper 
East 1,369,835 56,105 40,438 72.10% 15,667 27.90% 

Region 5 - 
Southeast 745,695 25,673 23,797 92.70% 1,876 7.30% 

Region 6 - Gulf 
Coast 5,839,542 305,804 261,510 85.50% 44,294 14.50% 

Region 7 - Central 2,610,175 200,360 176,100 87.90% 24,260 12.10% 

Region 8 - South 4,546,677 257,433 208,668 81.10% 48,765 18.90% 

Region 9 - West 715,322 26,515 22,209 83.80% 4,306 16.20% 

Region 10 - URG 543,263 49,098 40,369 82.20% 8,729 17.80% 

 

According the data collected by the U.S. Census Bureau and the THECB, 62.9% of the 

state’s first-time college students enrolled at 2-year colleges in fall 2007. This 

percentage is projected to be even greater for the 630,000 additional students from 

2000 to 2015 targeted by the Closing the Gaps by 2015 plan (USCB, 2008; THECB, 

2009). 

 The High Plains Region is made up of 40 counties. In the High Plains region, 

there are two public universities, four public community colleges, and two independent 

universities. For 2008, the total population was 695,557, with an African-American 

population of 45,574 and Hispanic population of 245,049. Total enrollment in all public 

institutions in the region was 58,887 (8.4%). 
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Texas Tech University (TTU), West Texas A&M University and Texas Tech 

University Health Sciences Center (TTUHSC) provide undergraduate and graduate 

educational opportunities for residents of the region and for students throughout the 

state. TTU is the state’s fourth largest university. 

The Northwest Region is made up of 30 counties. The Northwest region is home 

to one public university, four community colleges, and four independent universities. For 

2008, the total population was 534,716. The African-American population was 32,256, 

and the Hispanic population was 99,458. Total enrollment in all public institutions for the 

region was 18,572 (3.5%). 

There are limited program opportunities at the bachelor’s level at public 

institutions within the region since there is only one public university, Midwestern State 

University (MSU). 

 The Metroplex Region is made up of 19 counties. In this region, there are six 

public universities, 18 community colleges, and 11 independent universities. For 2008, 

the total population was 7,250,191. The African-American population was 927,557, and 

the Hispanic population was 1,779,460. Total enrollment in all public institutions for the 

region was 433,203 (6.0%). 

At the certificate, associate’s, and bachelor’s levels, the public institutions in the 

Metroplex region offer a broad range of programs. Collin County, Dallas County, 

Grayson County, Hill, Navarro, North Central Texas Paris, Tarrant County, Trinity 

Valley, and Weatherford Colleges provide an assortment of programs for technical and 

academic students who want workforce skills or transfer preparation. 
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 The Upper East Region is made up of 24 counties. In this region, there are two 

public universities, seven community colleges, and three independent universities. For 

2008, the total population was 1,369,835. The African-American population was 

174,237, and the Hispanic population was 143,879. Total enrollment in all public 

institutions for the region was 56,105 (4.1%). The Upper East region is home to some of 

the state’s oldest 2-year colleges. Lower-division offerings are taught at Kilgore College, 

Northeast Texas Community College, Panola College, Paris Junior College, Texarkana 

College, Trinity Valley Community College, Tyler Junior College and Texas State 

Technical College-Marshall.  

The Southeast Region is made up of 15 counties. In this region, there are two 

public universities, and three community colleges. For 2008, the total population was 

745,695. The African-American population was 153,322, and the Hispanic population 

was 85,200. Total enrollment in all public institutions for the region was 25,673 (3.4%). 

The region provides a wide range of programs at the associate’s and baccalaureate 

degree levels, including many in areas included on the high demand list.  

The Gulf Coast Region is made up of 13 counties. In this region, there are seven 

public universities, 16 community colleges, and two independent universities. For 2008, 

the total population was 5,839,542. The African-American population was 1,007,090, 

and the Hispanic population was 1,986,733. Total enrollment in all public institutions for 

the region was 305,804 (5.2%). Alvin, Brazosport, College of the Mainland, Galveston, 

Houston, Lee, Lone Star, San Jacinto and Wharton Community Colleges provide many 

freshman and sophomore-level technical and academic courses and training 

opportunities. The Gulf Coast awarded the most certificates of any region in 2007.  
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The Central Region is made up of 30 counties. In this region, there are three 

public universities, six community colleges, and five independent universities. For 2008, 

the total population was 2,610,175. The African-American population was 303,404, and 

the Hispanic population was 718,377. Total enrollment in all public institutions for the 

region was 200,360 (7.7%). 

Central Texas offers the most comprehensive program variety of any region in 

the state, primarily because the region is home to the University of Texas at Austin (UT) 

and Texas A&M University (TAMU). Austin, Blinn, Central Texas, Hill, McLennan, and 

Temple Community Colleges provide workforce training, lower-division academic 

instruction, and continuing education for residents of the region. 

 The South Region is made up of 47 counties. In this region, there are eight public 

universities, 12 community colleges, and six independent universities. For 2008, the 

total population was 4,546,677. The African-American population was 196,970, and the 

Hispanic population was 2,954,736. Total enrollment in all public institutions for the 

region was 257,433 (5.7%). 

The South Texas region has access to almost every high-demand certificate and 

associate’s degree program in the state through the offerings of its 2-year institutions: 

Alamo Community College, Del Mar College, Coastal Bend College, Laredo Community 

College, South Texas College, Southwest Texas Junior College, Texas Southmost 

College, and Texas State Technical College-Harlingen. 

The West Region is made up of 30 counties. In this region, there are two public 

universities, four community colleges, and no independent universities. For 2008, the 

total population was 715,322. The African-American population was 54,183, and the 
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Hispanic population was 853,430. Total enrollment in all public institutions for the region 

was 26,515 (3.7%). 

Howard College, Midland College and Odessa College serve students in the 

West Texas region and beyond. In 2007, Midland College graduated its first Bachelor of 

Applied Technology (organizational management) class. Angelo State University, which 

offers a wide range of common bachelor’s degree, is now a part of the Texas Tech 

University System. 

 The Upper Rio Grande Region is made up of 6 counties. In this region, there are 

two public universities, one community college, and no independent universities. For 

2008, the total population was 547,322. The African-American population was 47,722, 

and the Hispanic population was 256,247. Total enrollment in all public institutions for 

the region was 49,098 (9.0%). 

The Upper Rio Grande region has access to certificate and associate’s degree 

programs through El Paso Community College.  

 

Theoretical Framework of Study 

 Societal expectations and public resources for higher education are undergoing 

fundamental and widespread shifts (Zusman, 2005). Internal and external changes 

continue to change the character of higher education in many areas and in many ways. 

Zusman (2005) notes “within higher education…its students, faculty, governance, 

curriculum, functions and place in society are experiencing these changes” (p. 115). 

Taylor (2000) specifically notes academic staff diversity and “the opportunity for 

participation in ethnic or minority student groups as primary barriers to higher education 
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for minority students” (p. 3).  Having faculty representative of the student population 

mitigates the possibility of racial segregation. Self-identification with an institution is 

cited in the literature as an important component in attracting students of color. 

Identifying with others is expected to reduce racial anxiety the student may experience 

(Astin, 1984).  

This study posits the idea that minority enrollment or attraction to an institution 

shares similar characteristics as found in student persistence and academic success by 

minority students in higher education. A number of studies have reinforced the 

conditions that cause students to depart from college, but few studies have attempted to 

link the relationship among student choice, campus climate, ethnic subcultures, 

curricular offerings, and academic success within a general theoretical framework 

(Astin, 1975; Bean, 1982; Spady, 1971; Tinto, 1975). Nasagawa and Wong (1999) 

noted “it is our view that the link between ethnic subcultures, academic, social choice 

and integration has not been given sufficient attention in research”. Although numerous 

studies and models exist that discuss the problem of retention and minority student 

attrition in college, few studies explore student choice and affinity within the context of 

college choice and faculty demographics, campus groups, and curricular offerings. Tinto 

(1987), Richarson & Bender (1987), and Ogbu (1983) believe there is a need to develop 

a theory that explains how “minority students overcome barriers to enrollment and 

academic success in college”. Salzinger, Antrobus, and Dobbelaer (1988) have written 

“the ethnic social networks’ role on campus is largely unexplored”. Likewise, the 

correlation between campus groups of interest to minority students, faculty 

demographics, and curricular offerings remains largely unexplored. 
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 Disparities in college participation and secondary graduation rates for minorities 

have been discussed extensively in the literature (Richarson & Skinner, 1990). Previous 

research by London (1989) and Terenzini et al., (1994) determined first-generation 

college students are greatly disadvantaged in terms of academic success. A 2007 study 

conducted by Fischer examined first-year behavior by 4,000 students. Only 9% of 

White, Non-Hispanics and 16% of Asian students were first generation attendees, 

compared to about 30% for African-American or Hispanic students. Fischer (2007) 

found that for the first generation students, involvement with campus organizations and 

perceptions of campus racial climate were the two greatest indicators of first year 

success. 

From 1976 to 2000, the enrollment of minority students in higher education has 

greatly increased. Enrollment numbers for African-American and Hispanic students in 

degree granting institutions rose 14.9% and 25.4%, respectively (NCES, 2002). As 

enrollment numbers for historically under represented groups expands, so does the 

need to understand what institution characteristics are most influential in attracting 

these groups of students. There are several reasons to consider that may influence 

institution choice by students of color as compared to their White, Non-Hispanic 

counterparts. Prior research has identified the opportunity for social integration and 

campus environment as playing a part in the decision making process when selecting 

an institution. 

 African-American and Hispanic students are more likely to be first generation 

college students, coming from families of low socioeconomic status. Additionally, 

students of color are more likely to experience adjustment difficulties being a minority 



39 

student on a predominately White, Non-Hispanic campus (Allen, 1992; Feagin, Vera & 

Imani, 1996; Steele, 1997).  

 Prior research indicates the transition to college as a crucial period of time that 

“sets the stage for later college success or failure” (Gall, Evans & Bellerose, 2000; 

Hurtado, 1996; Terenzini, Rendon, Upcraft, Millar, Allison, Gregg, & Jalomo, 1994). 

Interactions in social and academic settings serve to reinforce the goals and 

commitments of students. Students with low interaction with others on campus or who 

have negative experiences may choose to leave the institution as a result of these 

experiences (Fischer, 2007).  

 Bean (1980, 1995) presents a model to explain college choice and persistence. 

The original model (1980) presents an explanation of college choice and persistence 

that was built on the interaction between attitudes and behaviors (Bean, 1980). The 

1995 model was expanded to include student background characteristics. In this model, 

social integration along with institution characteristics influence student behavior 

(Fischer, 2007). This study takes Bean’s approach in assuming institution choices by 

students of color are influenced by institution characteristics. 

 Bean's model is based on a psychological model that links given behavior (in this 

case, college selection) with similar past behavior, normative values, attitudes, and 

intentions. While based on psychological processes, Bean’s model is similar to Tinto's in 

that it is complex and longitudinal. The model differed from Tinto's original model in two 

important ways, however: It included environmental variables and a student's intentions 

(Bean, 1980).  
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 Bean's model posits that background variables, particularly a student's high 

school educational experiences, educational goals, and family support, influence the 

way a student interacts with the college or university that the student chose to attend. 

After matriculation (as in Tinto's model) the student interacts with institutional members 

in the academic and social arena. A student's interaction with the institution leads the 

student to develop a set of attitudes toward himself or herself as a student and toward 

the school. Academic success, feeling one fits in at an institution, and loyalty to the 

institution are a secondary set of outcomes that are extremely important in determining 

a student's intentions to remain enrolled (Bean, 1980, Fischer, 2007).  

 Previous research examining college going behavior was conducted using 

qualitative methods of inquiry, such as student interviews (Terenzini et al., 1994). 

Terenzini (1994) examined the transition of minority students through focus groups 

interviews with a group of first-time freshmen from four different types of universities. 

Students who were first generation college attendees experienced greater levels of 

uncertainty regarding college transition, and were more likely to depart from the 

institution within their first year (Ishtani, 2003). 

 The literature provides sufficient evidence of the importance of self identification 

with a potential institution. The level of adjustment by the student is crucial to the future 

success of the student. Students who identify with institutions offering opportunities for 

campus involvement are not only more likely to remain in college, but may also perform 

better academically (Fischer, 2007). The involvement by the student may occur via 

student organizations, faculty-student mentorship, or through enrollment in ethnic 

studies courses.  
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 Students who become more involved in more formal aspects of social life do so 

through campus organizations (Hurtado, 1997). Participation in campus organizations 

has shown positive benefits regarding self-identification and feelings of attachment to 

the campus or institution (Abrahamowicz, 1988). Another primary benefit of campus 

involvement is that it has shown to increase student success and likelihood of 

persistence (Berger & Milem, 1999).  

 Nasagawa and Wong’s theory of minority survival in college is centered on the 

role that minority social networks and ethnic subcultures play on campus (Nasagawa & 

Wong, 1999).  D’Augelli & Hershberger (1993) provide empirical evidence that minority 

students create their own social networks, and are drawn to institutions with minority 

student groups. These minority groups involve students in informal, non-academic 

groups, but have positive academic outcomes. Empirical evidence in the literature 

indicates students who establish formal ties with the institutions have positive outcomes, 

most evident through academic success and student persistence (Fischer, 2007). 

Formal ties with the institution may be observed through a connection or self-

identification with professors or instructions, becoming actively engaged in their 

coursework, and by spending time talking with professors outside of class (Nasagawa & 

Wong, 1999). Deeper involvement with professors outside of class might include 

mentorship by the professor. These relationships have been empirically shown to be a 

predictor of academic success.  

 For African-Americans and Hispanics alike, becoming involved in campus life 

through both informal and formal means was significantly related to higher grades and 

persistence in college (Fischer, 2007). This study suggests student affinity for an 
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institution is related to the opportunities for self-identification and integration in the 

institution. Self identification with the institution through formal and informal means is 

thought to influence student choice, as demonstrated through student enrollment. Over 

time, as minority enrollment in an institution increases, the ability of new minority 

students to visibly observe and identify with other minority students in a given institution 

may lead to a greater number of minority students who ultimately select that institution.  

 As outlined in the previous discussion, understanding self-identification by 

minority students is an important piece in understanding institution selection and 

success. For all minority groups, having more formal and informal campus connections 

are positively related to satisfaction. Increased satisfaction is positively related to 

student retention. In turn, increased retention results in greater numbers of minority 

enrollment, whereby rising first-year students may visibly observe the presence of more 

students of color on campus. Fisher (2007) recommended further exploring the 

relationship between other aspects of campus climate, such as academics and faculty 

to determine if these variables matter more for students, or whether being “involved” is 

what is more important for student outcomes.  

Tinto’s 1993 revision of his 1975 model included a more detailed discussion of 

the interaction between behavior and perception by students as they move toward 

greater involvement with their social and academic environments (Milem, 2009). In his 

revised model, Tinto (1993) described ways in which students “experience” and “interact 

with” the campus environments (p. 13). Tinto also suggests enrollment and retention 

“are influenced by the degree of integration into the campus culture” (Powell, 1998).  
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Chapter Summary 

In sum, limited research has been conducted on college selection by minority 

students in higher education. Much of the current research is focused on completion 

rates and student persistence. This study examined the overall enrollment of minority 

group students in higher education in Texas, including first year students. While current 

data on minority students in higher education exists, these data have not been 

evaluated in terms of minority student enrollment correlated to institutional type, 

geographic region, faculty demographics, course offerings, and the number of student 

organizations of particular interest to minority students. 

The literature presents findings that student affinity is influenced by campus 

groups, curriculum, demographics and environmental aspects. The study contained 

herein explores the correlation between enrollment of African-American and Hispanic 

students in Texas higher education and the level of faculty diversity on campus, 

specifically named ethnic course offerings, geographic regions, and the number of 

ethnic specific student organizations present on campus. 



44 

CHAPTER III 

PROCEDURES FOR THE COLLECTION AND ANALYSIS OF DATA 

Introduction 

 The purpose of this study is to examine the correlates between enrollment of 

African-American and Hispanic groups and institution type, faculty demographics, 

curricular offerings, geographic location, and the number of campus student 

organizations focused on minority student interests.  This chapter discusses variables in 

the study and procedures for the collection and analysis of the data.  

 Studies of student choice and enrollment have typically focused on the end of the 

selection process or college search. The results of the studies describe why students 

make decisions about which intuitions to attend among the group of schools to which 

they have been admitted (DesJardins, Ahlburg, & McCall, 2006). Many of the studies 

have focused on the factors thought to influence enrollment, principally tuition rates and 

the types of tuition assistance available to the individual (Braustein, McGrath, & 

Pescatrice, 1999; Brooks, 1996, Manski & Wise, 1982). Fuller, Manski, and Wise (1982) 

provide evidence that students are aware of financial and academic requirements of 

colleges, and that they tend to apply to institutions where students with similar 

backgrounds attend. If the latter is true, then changes in minority recruiting efforts may 

result in greater numbers of minority students begin drawn to one school over another.  

 

Research Questions 

1. What are the correlations between African-American student enrollment in 

public higher education institutions in Texas and institutional type, faculty 
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demographics, curricular offerings, geographic location and the number of student 

organizations focused on African-American interests? 

2. What are the correlations between Hispanic student enrollment in public 

higher education institutions in Texas and institutional type, faculty demographics, 

curricular offerings, geographic location and the number of student organizations 

focused on Hispanic interests? 

 

Delimitations 

Restrictions imposed on the study by the researcher include the following: 

1. The study focuses on African-American and Hispanic enrollment in all Texas 

public higher education institutions. 

2. The study focuses on faculty demographics, campus student organizations 

and curricular offerings. 

3. Curriculum reviewed were limited to core requirements in humanities, visual 

and performing arts, history, and social and behavioral sciences. 

4. Although Asian ethnicity is included in much of the literature, it will not be a 

focus of this study. 

 

Limitations 

Restrictions outside the control of the researcher included the following: 

1. The study assumes data collected from the Texas Higher Education 

Coordinating Board is valid and reliable, which it may not be. 
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2. The study recognizes the fact that inherent errors may be associated with 

self-reporting procedures from each institution. 

 

Definition of Dependent Variable 

 The dependent variable (DV) in this study is the enrollment of African-American 

and Hispanic students in Texas public higher education institutions. In the Institutional 

Targets for Closing the Gaps- Participation document, the Texas Higher Education 

Coordinating Board cites African-American and Hispanic enrollment as the two most 

critical areas of concern. Enrollment data for each minority group are expressed as a 

percentage of overall institution enrollment totals.  

 

Definition of Independent Variables 

 The five independent variables (IV) in this study are percentage representation of 

African-American and Hispanic faculty, minority interest campus student organizations, 

ethnic studies course offerings, high/low growth region, and institution type. These 

variables have been identified in the literature as being critical in student choice or 

affinity for an institution. Chang (2005) noted that organizations and curriculum 

designed to support students of color “appear to contribute to those students’ retention, 

adjustment, and attachment to their institution” (p. 526). 

 African-American and Hispanic Faculty (IV) describe percentage totals of 

minority faculty identified as being either African-American or Hispanic. Minority faculty 

demographic data for each institution were collected from the Texas Higher Education 

Coordinating Board. 
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 Minority interest campus student organization (IV) describes an ethnically named 

or ethnic specific student organization, such as Hispanic Culture Club or African-

American Business Professionals. Minority interest campus student organizations are 

individually counted from all campus student groups, clubs and organizations.  The 

process of individually counting the organizations using readily available resources, 

such as institution catalogues, web resources and printed materials most closely mimics 

the way a student would access campus information. Minority interest campus student 

organization totals are expressed as percentage totals.  

 Ethnic studies course offerings (IV) describes general degree requirements 

related to ethnic or cultural specific studies as defined by the Texas Higher Education 

Coordinating Board. Minority course offerings focusing on specific named ethnicities 

whose options include languages, literature, history, religion, contemporary issues, fine 

arts, and government/politics, cultural, ethnic, sociology, psychology, and gender 

studies. Ethnic studies course offerings describe courses containing “African-American,” 

“African-American,” “Latino,” “Hispanic,” “Mexican” or “minority” in the course title.  

Minority Curricular Offerings were individually counted from all available core curricular 

offerings. The process of individually counting the course offerings using readily 

available resources, such as institution catalogues, web resources and printed materials 

most closely mimics the way a student would access campus information. Minority 

curricular offering totals are expressed as percentage totals. 

 High and Low-growth regions (IV) describe if an institution is in an area defined 

as an area of high or low growth by the Texas Higher Education Coordinating Board 

(see Table 3). The high and low-growth regions reflect the differences between the 10 
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individual education regions of the state. The high-growth group comprises the 

Metroplex (3), Gulf Coast (6), Central Texas (7), South Texas (8), and Upper Rio 

Grande (10) regions. The low-growth group comprises the High Plains (1), Northwest 

Texas (2), Upper East Texas (4), Southeast Texas (5), and West Texas (9) regions. The 

high and low-growth regions are dichotomously coded. 

 Institution type (IV) refers to Texas public 2-year or 4-year institutions. Institution 

types are dichotomously coded. 

 

Procedure for Data Collection 

 Data for institution faculty and student enrollment were collected from the Texas 

Higher Education Coordinating Board Data Resources and Tools database. Each Texas 

public higher education institution provides self-reports to the THECB. This information 

is cataloged according to guidelines as established in the state’s higher education plan, 

Closing the Gaps by 2015. The four areas outlined in Closing the Gaps are 

participation, success, excellence and research. The information included in the 

institution self-reports is used to track performance within the four critical areas in 

Closing the Gaps.  

 For each institution, student enrollment data (DV) for fall 2008 were gathered 

from the Texas Higher Education Coordinating Board Accountability System. 

Community college enrollments include all full time and part time students. Four-year 

enrollment data were collected for undergraduate students.  All enrollment data are 

expressed as percentages. 
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 For each institution, African-American and Hispanic Faculty (IV) data were 

gathered from the Texas Higher Education Coordinating Board Institutional Efficiency 

and Effectiveness Key Measures Report.  For community colleges, all faculty data were 

collected, but only full-time faculty data were evaluated.  The rationale for evaluating 

only full-time faculty data is based on the transient nature of less-than-fulltime faculty in 

the community college.  For 4-year institutions, data were collected for all tenured, 

tenure track or full time, non-tenure track faculty. 

 Minority Interest Campus Student Organization (IV) data for each institution were 

collected by reviewing institution catalogs. Each campus student organization was 

individually counted and those campus student organizations containing “African-

American,” “African-American,” Hispanic,” “Latino,” “Mexican-American” or “Minority” 

were included in their respective group totals.  

 Ethnic Studies Course Offerings (IV) data for each institution were collected by 

reviewing institution catalogs and web resources. Each institution's core curriculum 

applies to all academic degrees. They range from 42 to 48 credit hours, depending on 

the college or university. Each core curriculum is divided into eight or nine categories 

that are common across the state (THECB, 2009). Curriculum reviewed were limited to 

core requirements in humanities, visual and performing arts, history, and social and 

behavioral sciences. Curricular offerings containing “African-American,” “African-

American,” Hispanic,” “Latino,” “Mexican-American,” or “minority” are included in their 

respective group totals. 

 Institution Type (IV) and High/Low Growth (IV) data highlight the differences 

between regions of the state. The high-growth group comprises the Metroplex (3), Gulf 
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Coast (6), Central Texas (7), South Texas (8), and Upper Rio Grande (10) regions. The 

low-growth group comprises the High Plains (1), Northwest Texas (2), Upper East 

Texas (4), Southeast Texas (5), and West Texas (9) regions (Texas General Education 

Core Curriculum). Institution Type and High/Low-Growth data were dichotomously 

coded. 

 

Research Design and Data Analysis 

 The data were analyzed to answer the previously stated research questions. 

Correlation analysis was used to discover the relationship between the variables in the 

study. The main result of a correlation study is the correlation coefficient, or r. Values for 

r range from -1.0 to 1.0. The closer r is to -1.0 or 1.0, the more closely the two variables 

are related (Mertler et al., 2005). While correlation coefficients are normally reported as 

r = (a value between -1 and +1), squaring them makes then easier to understand. The 

square of the coefficient (or r square) is equal to the percentage of the variance in one 

variable that is related to the variation in the other. After squaring r, ignore the decimal 

point. An r of .5 means 25% of the variation is related (.5 squared =.25). An r value of .7 

means 49% of the variance is related (.7 squared = .49) (Tabachnick & Fidell, 1996). 

 After the data were collected, correlation research was conducted to determine 

the relationships between the enrollment of African-American (DV) and Hispanic (DV) 

students and the independent variables percent representation of African-American and 

Hispanic faculty (IV), minority interest campus student organizations (IV), ethnic studies 

course offerings (IV), high/low growth region (IV), and institution type (IV). The same 

method was used for Research Question 1 and Research Question 2.    
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CHAPTER IV 

PRESENTATION OF THE DATA 

 This study examined the correlates between enrollment of African-American and 

Hispanic groups and institution type, faculty demographics, curricular offerings, 

geographic location, and the number of campus student organizations focused on 

minority student interests.  

A correlation study to examine institution selection by minority students was 

developed using Nasagawa and Wong’s Theory of minority survival, Bean’s 1995 

Theory of student choice, and Tinto’s 1993 Theory of student persistence.  A correlation 

analysis was conducted to determine which independent variables (percent minority 

faculty [%MF], high/low growth region [HLGR], percent minority student group [%MSG], 

percent minority course offerings [%MCO], Two/Four Year Institution [TFYI]) were 

related to institution selection by African-American or Hispanic students. Table 4 

contains a list of abbreviations used to identify variables in the study.  

Table 4 

Abbreviations 

AA African-American 
AAF African-American Faculty 
GMSG General Minority Student Group 
H Hispanic   
HF Hispanic Faculty 
HGR High Growth Region 
HLGR High/Low Growth Region 
LGR Low Growth Region 
MF Minority Faculty 
MSG Minority Student Group 
MCO Minority Course Offering 
TFYI Two/Four Year Institution 
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Test of Research Assumptions 

 Pedhauzer (1997) notes, “Knowledge and understanding of the situations when 

violations of assumptions lead to serious biases are essential to meaningful data 

analysis” (p. 33).  Osborne and Waters (2002) suggest addressing issues of linearity, 

reliability of measurement, homoscedasticity, and normality to ensure results are 

trustworthy and do not result in Type I or Type II errors (p. 2).  Tabachnick & Fidell 

(2000) discuss the use of visual examination of these factors as being very useful to the 

researcher.  Osborne and Waters (2002) note correlations “can only accurately estimate 

the relationship between dependent and independent variables if the relationships are 

linear in nature (p. 2).  If these relationships are not linear, there is an increased risk of 

Type I or Type II errors.  

Figure 4.  P-plot for African-American enrollment. 
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Figure 5. P-plot for Hispanic enrollment. 
 
 
 The data were examined for any violations of assumptions.  Correlation 

coefficients were examined between variables to examine multicollinearity.  None of the 

correlations were found to be greater than 0.60 suggesting the variables are not too 

closely related (Field, 2009). Figures 4 and 5 graphically illustrate the linear relationship 

p-plots for each dependent variable in the study. Plots indicated the data appeared 

generally along a straight line with no apparent linearity issues.  

Additionally, linearity was examined through scatterplots (Figures 6 and 7) of 

each predictor variable with the dependent variable, enrollment (Pedhazur, 1997; 

Tabachnick & Fidell, 1996). Visual inspection of scatterplots or residuals, histograms 

and frequency distributions were used to address issues of linearity, reliability, 

homoscedasticity and normality. The examination of scatterplots residuals indicated an 

overall liner relationship between dependent and independent variables, and that data 

were normally distributed.  Identification of outliers through visual inspection of 

histograms and frequency distributions found three outliers.  The outliers were 
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Historically African-American colleges and universities, having exceptionally skewed 

data for all independent variables, and were removed from the study. 

Figure 6. Scatterplot for African-American enrollment (DV).  

 

Figure 7. Scatterplot for Hispanic student enrollment (DV). 
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Research Questions 

1. What are the correlations between African-American student enrollment in 

public higher education institutions in Texas and institutional type, faculty 

demographics, curricular offerings, geographic location and the number of student 

organizations focused on African-American interests? 

2. What are the correlations between Hispanic student enrollment in public 

higher education institutions in Texas and institutional type, faculty demographics, 

curricular offerings, geographic location and the number of student organizations 

focused on Hispanic interests? 

 

Demographic Data 

Statewide student and institution data for the fall of 2008 was used as the basis 

for the analysis.  For the fall of 2008, statewide enrollment for all public two year and 

four year institutions was 1,119,704. 398,238 were undergraduate students enrolled in 

Texas public 4-year universities. For the same period, there were 801,466 students 

enrolled in public 2-year colleges. The race demographics among the total 

undergraduate population included 140,145 African-American students and 338,081 

Hispanic students.  

Table 5 shows enrollment percentages of all African-Americans by region.  The 

total statewide African-American enrollment for 2008 was 140,000 (figure rounded to 

nearest thousand). This figure represents 11.67% of all public institutions and 

enrollments statewide. The High Growth Region (HGR) represents 124,000 statewide 

African-American enrollments. Within the HGR, African-Americans have an enrollment 
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representation of 11.76%.  The Low Growth Region (LGR) represents 16,000 statewide 

African-American enrollments. Within the LGR, African-Americans have an enrollment 

representation of 11.03%.  

Table 6 shows enrollment percentages of all Hispanics by region.  The total 

statewide Hispanic enrollment for 2008 was 338,000 (figure rounded to nearest 

thousand). This figure represents 28.67% of all public institutions and enrollments 

statewide. The High Growth Region (HGR) represents 314,000 statewide Hispanic 

enrollments. Within the HGR, Hispanics have an enrollment representation of 29.80%.  

The Low Growth Region (LGR) represents 24,000 statewide Hispanic enrollments. 

Within the LGR, Hispanics have an enrollment representation of 16.55%. 

Table 5 

Enrollment by Region, African-American 

 HGR % Total LGR % Total Region 
Subtotals % Total 

Two Year AA* 84  8  92  
Four Year AA* 40  8  48  
TFYI AA Subtotal* 124  16  140  
TFYI Region Totals* 1,054 11.76% 145 11.03% 1,200 11.67% 
* Rounded to nearest thousand 

 

Table 6 

Enrollment by Region, Hispanic 

 HGR % Total LGR % Total Region 
Subtotals % Total 

Two Year H* 217  15  232  
Four Year H* 97  9  106  
TYFI H Subtotal* 314  24  338  
TFYI Region Totals* 1,054 29.80% 145 16.55% 1,200 28.67% 
* Rounded to nearest thousand 
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Table 7 shows the type and number of institutions by High Growth and Low 

Growth region.  The total number of institutions in the study is 109 (n=109).  The High 

Growth region has a total of 80 public higher education institutions (54 Two Year 

institutions, 26 Four Year institutions). The Low Growth Region has a total of 29 public 

higher education institutions (20 Two Year institutions, nine Four Year institutions). 

Statewide, public Two Year Institutions outnumber public Four Year Institutions 74 to 

35. 

Table 7 

Institution Type Totals by Region 

  High Growth 
Region 

Low Growth 
Region 

Two/Four 
Year Totals 

Two Year Institutions-Total Number 54 20 74 
Four Year Institutions-Total 
Number 26 9 35 

Region Totals 80 29 109 
 

Table 8 shows the percentage of all African-American campus student 

organizations by region. There are a total of 9,245 campus student organizations 

statewide. The HGR offers 8,066 total campus student organizations, with the LGR 

offering 1,179 total campus student organizations.  General Minority Student Groups 

represent less than 1% of all statewide campus student organizations.  

There are 229 African-American specific Minority Student Organizations 

statewide, representing 2.48% of all statewide campus student organizations. The High 

Growth Region (HGR) represents 200 (2.16%) African-American specific Minority 

Student Organizations statewide. The Low Growth Region (LGR) represents 29 (0.31%) 

African-American specific minority student organizations statewide. 
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Table 8 

Minority Student Organizations, African-American 

 HGR % 
Total LGR % 

Total 
Region 
Subtotal 

Two/Four 
Year 
Total 

Two Year AAMSO 72  5  77  
Four Year AAMSO 128  24  152  
Total Statewide  
Campus Organizations 8,066  1,179  9,245  

Subtotal AAMSO 200 2.16% 29 0.31% 229 2.48% 
 

Table 9 shows the percentage of all Hispanic campus student organizations by 

region. There are a total of 9,245 campus student organizations statewide. The HGR 

offers 8,066 total campus student organizations, with the LGR offering 1,179 total 

campus student organizations.   

Table 9 

Minority Student Organizations, Hispanic 

  HGR % 
Total LGR % Total Region 

Subtotal 

Two/Fou
r Year 
Totals 

Two Year HMSO             
66            7              

73   

Four Year HMSO           
124          19            

143   

Total All Statewide  
Campus Organizations 

       
8,066     1,179        9,245   

Subtotal HMSO 190 2.06% 26 0.28% 216 2.34% 
 

There are 216 Hispanic specific Minority Student Organizations statewide, 

representing 2.34% of all statewide campus student organizations. The High Growth 

Region (HGR) represents 190 (2.06%) Hispanic specific Minority Student Organizations 
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statewide. The Low Growth Region (LGR) represents 26 (0.28%) Hispanic specific 

Minority Student Organizations statewide.  

Table 10 shows totals for African-American core Minority Course Offerings by 

region. There are a total of 7,106 core curricular offerings statewide. The High Growth 

Region (HGR) offers a total of 5,594 core curricular courses statewide, with the Low 

Growth Region (LGR) offering 1,512 core curricular courses statewide. 

Table 10 

Minority Course Offerings by Region, African-American 

  
High 

Growth 
Region 

Percent 
Totals 

Low 
Growth 
Region 

Percent 
Totals 

Region 
Subtotal 

Two/Four 
Year 
Total 

Total Statewide 
Course Offerings   5,594      1,512       7,106    

Two Year AAMCO      100          15         115   
Four Year AAMCO      122           19          141    

Total AAMCO      222  3.97%        34  2.25%       256  3.60% 
 

The HGR offers 222 African-American Minority Course Offerings. This figure 

represents 3.97% of all course offerings within the HGR. The LGR offers 34 African-

American Minority Course Offerings. This figure represents 2.25% of all course offerings 

within the LGR. Statewide there are 256 African-American Minority Course Offerings. 

This figure represents 3.60% of all course offerings statewide. 

Table 11 shows totals for Hispanic core Minority Course Offerings by region. 

There are a total of 7,106 core curricular offerings statewide. The High Growth Region 

(HGR) offers a total of 5,594 core curricular courses statewide, with the Low Growth 

Region (LGR) offering 1,512 core curricular courses statewide. 
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Table 11 

Minority Course Offerings by Region, Hispanic 

  
High 

Growth 
Region 

Percent 
Totals 

Low 
Growth 
Region 

Percent 
Totals 

Region 
Subtotal 

Two/Four 
Year 
Total 

Total Statewide 
Course Offerings   5,594      1,512       7,106    

Two Year HMCO      119          13         132   
Four Year HMCO      228          13         241   

Total HMCO      347  6.20%        26  1.72%       373  5.25% 
 

The HGR offers 347 Hispanic Minority Course Offerings. This figure represents 

6.20% of all course offerings within the HGR. The LGR offers 26 Hispanic Minority 

Course Offerings. This figure represents 2.25% of all course within the LGR. Statewide 

there are 373 Hispanic Minority Course Offerings. This figure represents 3.60% of all 

course offerings statewide.  

Table 12 shows totals for African-American faculty by region. There are a total of 

52,308 faculty statewide. The High Growth Region (HGR) has a total of 45,535 faculty 

statewide, with the Low Growth Region (LGR) having 6,773 faculty statewide.  

Table 12 

Institution Faculty, African-American 

  HGR % 
Total LGR % 

Total 
Region 
Subtotal 

Two/Four 
Year 
Total 

All Faculty, Statewide 45,535 87.05% 6,773 12.95% 52,308  
Two Year AAF 3,339  127  3,466  
Four Year AAF 681  63  744  

Statewide AAF 4,020 8.83% 190 2.81% 4,210 8.05% 
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The HGR has a total of 4,020 African-American faculty. This figure represents 

8.83% of all faculty within the HGR. The LGR has 190 African-American faculty. This 

figure represents 2.81% of all faculty within the LGR. Statewide there are 4,210 African-

American Minority Course Offerings. This figure represents 8.05% of all faculty 

statewide. 

Table 13 shows totals for Hispanic faculty by region. There are a total of 52,308 

faculty statewide. The High Growth Region (HGR) has a total of 45,535 faculty 

statewide, with the Low Growth Region (LGR) having 6,773 faculty statewide. 

Table 13 

Institution Faculty, Hispanic 

  HGR % 
Total LGR % 

Total 
Region 
Subtotal 

Two/Four 
Year 
Total 

All Faculty, Statewide 45,535  6,773  52,308  
Two Year HF 4,798  140  4,938  
Four Year HF 1,017  109  1,126  

Statewide HF 5,815 12.77% 249 3.68% 6,064 11.59% 
 

The HGR has a total of 5,815 Hispanic faculty. This figure represents 12.77% of 

all faculty within the HGR. The LGR has 249 Hispanic faculty. This figure represents 

3.68% of all faculty within the LGR. Statewide there are 6,064 Hispanic faculty. This 

figure represents 11.59% of all faculty statewide. 

Regression results in Table 14 indicate that overall the model predicts African-

American enrollment, R2 = .585, R2
adj .= .564.  This model accounts for 58.5% of 

variance in African-American student enrollment. The simple correlation of r for the 

dependent variable African-American Enrollment is .765, indicating a high correlation 
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between the dependent variable African-American Enrollment and the independent 

variables percent of African-American Faculty, High/Low Growth Regions, percent of 

Minority Student Groups, percent of Minority Curricular Offerings, and Two/Four Year 

Institutions. 

Table 14 

Model Summary, African-American Enrollment Percentage DV 

Model r R2 Adjusted R2 

1 0.765 0.585 0.564 
 

A summary of regression coefficients is presented in Table 15. Regression 

results indicate the independent variable (IV) %AAF in the model accounted for 79.9% 

(β = .797) of variance within African-American student enrollment. The independent 

variable %AAF has a statistical significance of .000 that helps account for the very high 

R2 value of .585. When the statistical significance is examined in conjunction with the β 

of .797 and the R2 value of .585, a strong correlation between the independent variable 

%AAF and dependent variable African-American Enrollment is more easily observed. 

Table 15 

Coefficients for Final Model, African-American Enrollment Percentage DV 

IV B β t Sig. 

%AAF 1.392 0.797 11.090 0.000 
HLGR -0.046 -0.166 -2.259 0.026 
%MSG 0.068 0.030 0.393 0.695 
%MCO -0.368 -0.144 -1.994 0.049 
TFYI 0.024 0.093 1.407 0.163 
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Regression results in Table 16 indicate the model significantly predicts Hispanic 

enrollment, R2 = 702, R2
adj.= .687.  This model accounts for 70.2% of variance in 

Hispanic student enrollment. The simple correlation of r for the dependent variable 

Hispanic Enrollment is .765, indicating a high correlation between the dependent 

variable Hispanic Enrollment and the independent variables percent of Hispanic Faculty, 

High/Low Growth Regions, percent of Minority Student Groups, percent of Minority 

Curricular Offerings, and Two/Four Year Institutions. 

Table 16 

Model Summary, Hispanic Enrollment Percentage DV 

Model  r R2 Adjusted R2 Std. Error of the 
Estimate 

1 0.838 0.702 0.687 0.13395 
 

A summary of regression coefficients is presented in Table 17. Regression 

results indicate the independent variable (%HF) in the model accounted for 80.6% (β = 

.806) of variance within Hispanic student enrollment.  The independent variable %HF 

has a statistical significance of .000 that helps account for the very high R2 value of 

.702. When the statistical significance is examined in conjunction with the β of .806 and 

the R2 value of .702, a strong correlation between the independent variable %HF and 

dependent variable Hispanic Enrollment is more easily observed. 

Table 18 provides a rule of thumb for interpreting the size of correlation 

coefficients (Hinkle et al., 2003). Correlation coefficients provide a measure of 

relationship between variables that may be associated with individual differences in 
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another variable.  As indicated in Table 11, the closer the coefficient is to 1 or -1, the 

stronger the correlation. 

Table 17 

Coefficients for Final Model, Hispanic Enrollment Percentage DV 

IV B β T Sig. 
%HF 1.505 0.806 13.291 0.000 
HLGR -0.009 -0.016 -0.262 0.794 
%MSG 0.114 0.025 0.409 0.683 
%MCO 0.483 0.095 1.524 0.131 
TFYI 0.058 0.113 2.008 0.047 
 

Table 18 

Interpreting the Size of Correlation Coefficients 

Correlation Negative Positive 
None -0.09 to 0.0 0.0 to 0.09 
Small -0.3 to -0.1 0.1 to 0.3 
Medium -0.5 to -0.3 0.3 to 0.5 
Large -1.0 to -0.5 0.5 to 1.0 
 

 Table 19 illustrates correlation coefficients for all independent variables for the 

dependant variable African-American enrollment.  The strongest predicted correlation is 

between percent of African-American Enrollment (%AAE) and the independent variable 

percent of African-American Faculty (%AAF) (.946). There is a small correlation 

between African-American Enrollment and %MSG (.286). 
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Table 19 

Coefficient Correlations, African-American Enrollment (DV) 

  %AAE 
(DV) 

%AAF 
(IV) 

HLGR 
(IV) 

%MSG 
(IV) 

%MCO 
(IV) 

TFYI 
(IV) 

%AAF (IV) .946**      
Sig. .000 -     
HLGR (IV) .007 0.243*     
Sig. .946 0.011 -    
%MSG (IV) .286** 0.376** 0.365**    
Sig. .003 0.000 0.000 -   
%MCO (IV) -0.052 0.202* 0.374** 0.331**   
Sig. .603 0.037 0.000 0.001 -  
TFYI (IV) -0.041 -0.015 0.014 -0.022 0.112  
Sig. .677 0.876 0.886 0.821 0.251 - 

** Correlation is significant at the 0.01 level (1-tailed); * Correlation is significant at the 0.05 level (2-tailed) 
 

Table 20 illustrates correlation coefficients for all independent variables for the 

dependant variable Hispanic enrollment.  The strongest predicted correlation is between 

Hispanic Enrollment and the independent variable percent of Hispanic Faculty (%HF) 

(.982). There is medium correlation between Hispanic Enrollment and the independent 

variable %MCO (.425). 

Table 20 

Coefficient Correlations, Hispanic Enrollment (DV) 

  %HE 
(DV) 

%HF 
(IV) 

HLGR 
(IV) 

%MSG 
(IV) 

%MCO 
(IV) 

TFYI 
(IV) 

%HF .982**      
Sig. .000 -     
HLGR .340** 0.337**     
Sig. .000 0.000 -    
%MSG .300** 0.251** 0.365**    
Sig. .002 0.010 0.000 -   
%MCO .425** 0.304** 0.374** 0.331**   
Sig. .000 0.001 0.000 0.001 -  
TFYI .035 -0.108 0.014 -0.022 0.112  
Sig. .724 0.264 0.886 0.821 0.251 - 

** Correlation is significant at the 0.01 level (1-tailed); *Correlation is significant at the 0.05 level (2-tailed) 
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Summary of Findings 
 

The analysis of the data provided an empirical view into the relationship between 

the enrollment of African-American and Hispanic students and five independent 

variables through the examination of two research questions. Each research question 

used the same independent variables, but different dependent variables. The first 

research question focused on African-American student enrollment and the second 

research question focused on Hispanic student enrollment.  

The first research question showed that more than half (58.5%) of the variance in 

enrollment for the DV African-American Enrollment could be predicted by the regression 

model. Within the 58.5% (r2 = .585) variance for African-American Enrollment, 79.9% (β 

= .799) of the total variance could be explained by the IV Percent of African-American 

Faculty on campus. The remaining independent variables in the first research question 

either had relatively low or negative correlations. 

The second research question showed that more than half (70.2%) of the 

variance in enrollment for the DV Hispanic Enrollment could be predicted by the 

regression model.  Within the 70.2% (r2 = .702) variance for Hispanic enrollment, 80.6% 

(β = .806) of the total variance could be explained by the IV Percent of Hispanic Faculty 

on campus.  The remaining independent variables in the second research question 

either had relatively low or negative correlations. 

A summary of the data for the independent variables shows the High Growth 

region of the state as having the largest amount of data in the study. Eighty of the 109 

institutions in the study are located in the High Growth Region, reflecting 87.89% of all 

public undergraduate enrollments statewide. The greatest percentage (87.05%) of 
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minority faculty is also found in the High Growth Region.  Of all campus groups 

statewide, 87.25% are found in the High Growth Region. 78.71% of all Minority Core 

Curricular Offerings are in the High Growth Region.  
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CHAPTER V 

SUMMARY, CONCLUSIONS, DISCUSSION AND RECOMMENDATIONS 

Summary 

This chapter provides a summary of the study, as well as conclusions, 

discussion, and recommendations based on the results of the dissertation research. 

The summary includes a review of the study’s purpose, research questions, theory 

base, methodology, and general findings. Conclusions of the research questions are 

also presented. The discussion includes insights as to why the findings are significant. 

Recommendations for further study and implications of the findings are discussed in the 

last section of this chapter. 

The purpose of the study was to gain a better understanding of what factors may 

predict college selection by African-American and Hispanic students. Prior studies have 

been conducted, focusing on student persistence.  However, few studies examined 

college selection of these two minority groups.  As mentioned by Ball (1993), much of 

the research related to support systems and enrollment in higher education has 

conducted on White, Non-Hispanic populations. As a result, the research fails to fully 

examine the other minority specific factors that might contribute to the college selection 

of minority students in higher education. Nasagawa and Wong (1999) noted “it is our 

view that the link between ethnic subcultures, academic, social choice and integration 

have not been given sufficient attention in research.”  A stepwise multiple regression 

model to predict student enrollment was developed using Nasagawa and Wong’s theory 

of minority survival, Bean’s 1995 theory of student choice, and Tinto’s 1993 theory of 

student persistence.   
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An analysis of the literature and previous research provided the framework for 

understanding of the issues and evidence surrounding the purpose of this study. Two 

research questions were designed to identify the salient predictors of African-American 

and Hispanic student enrollment in public higher education in Texas.  Each research 

question examined five independent variables with each dependent variable. 

1. What are the correlations between African-American student enrollment in 

public higher education institutions in Texas and institutional type, faculty 

demographics, curricular offerings, geographic location and the number of student 

organizations focused on African-American interests? 

2. What are the correlations between Hispanic student enrollment in public 

higher education institutions in Texas and institutional type, faculty demographics, 

curricular offerings, geographic location and the number of student organizations 

focused on Hispanic interests? 

The sample for this study consisted of fall 2008 African-American and Hispanic 

enrollments in all public institutions in Texas.  The public institutions in the study 

represent every geographic region in the state, and constitute a manageable amount of 

data allowing for in depth exploration of the variables in the study. Each research 

question examined the correlation of the top five factors identified in the literature as 

requiring further research. The results of each research question indicated there were 

statistically significant relationships between dependent and independent variables. 

 

Discussion 

 It is important to look beneath the findings and conclusions to understand how 
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the results are in alignment with student choice and affinity theories. An important 

question to consider is why African-American and Hispanic students are drawn to 

institutions with greater number of minority faculty. The current study’s findings support 

the position taken by Valverde (1998) that there is a need “to push more strongly than 

ever to ensure the full participation of different racial and ethnic groups in higher 

education that make up our society”.  The inclusion of greater numbers of minority 

faculty appears to have a strong influence on the attraction and enrollment of African-

American and Hispanic students in public institutions in Texas. 

 In examining the scatterplots for this study, three outliers were found within in 

African-American variable. The three universities associated with the outliers were 

identified as a Historically Black College or University (HBCU). Data for each of the 

variables for the HBCU’s skewed the overall results, and were removed from the study. 

 Four outliers were observed in the Hispanic variable. The outliers associated with 

the Hispanic variable were found to be Hispanic Serving Institutions (HSI). Data for 

these institutions had a tendency to skew the overall results for the Hispanic group but 

were not removed from the study. Although the term HSI was officially established in the 

Higher Education Act of 1965, it was not until 1992 that the Hispanic Association of 

Colleges and Universities successfully lobbied congress for received an official federal 

designation of Hispanic Serving Institution (HSI) for colleges and universities who, 

among other criteria, have a minimum undergraduate enrollment of 25% Hispanic 

enrollment (U.S. Department of Education).  Due to the emerging status and growth of 

HSI’s in Texas, these institutions were not removed from the study.  

 The findings of this study beg the question of whether or not higher education 
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institutions are aware of the relationship between institution selection by minority 

students and the presence of institution minority faculty. It is possible a disconnect 

exists between theory and practice, or there is a lack of understanding of minority 

behavior on the part of the institution. In either instance, broader inclusion of minority 

faculty, minority student groups, and minority curricular offerings have been found to be 

strongly correlated to the attraction of minority students to certain colleges and 

universities.  Although this study was limited to African-American and Hispanic 

ethnicities, the findings of this study provide a starting point for better understanding the 

correlates between numbers of minority faculty, minority student organizations, diversity 

course offerings, and geographic location to minority student enrollment in Texas 

colleges. This study suggests that the foundation for building stronger minority 

enrollment in higher education lies in the broader representation of minority faculty. 

 

Findings for Research Question 1 

 In reviewing the five independent variables in the study (education region, 

institution type, faculty demographics, course offerings, and the number of student 

organizations of interest to minority students) with the dependent variable African-

American student enrollment, one variable in particular is strongly correlated to African-

American student enrollment.  The results of the study indicate a strong correlation of 

.946 between the enrollment of African-American student enrollment in Texas public 

higher education and the percent representation of African-American faculty in an 

institution.  As noted earlier, the closer Pearson’s r is to 1, the stronger the correlation.  

It is important to note the strongest indicator of African-American Hispanic enrollment is 
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in alignment with the literature and theories reviewed in this study.  The finding of this 

one-year study in Texas public higher education implies a relationship between minority 

student enrollment and institution characteristics. Cohen and Willis (1985) cite lack of 

emotional support as an overarching theme for minority students who shy away from 

higher education. Specifically, minority students interviewed have mentioned the lack of 

emotional support by faculty members on campus. This influence has been well 

documented in primary and secondary settings (Teachman, 1998).  

 Herndon & Hirt (2004) found “fictive” relationships to be important to minority 

students. Fictive relationships were defined as a type of kinship bond, not related by 

blood, although these relationships are often viewed as significant as blood 

relationships (Staples, 1986). The results of this study indicate minority students are 

attracted to institutions where they are more easily able to form these fictive 

relationships through self-identification with institution faculty. To a lesser extent, the 

opportunity for participation in minority campus organizations offers a way to develop 

these fictive relationships. The current study found a statistically small correlation 

between African-American enrollment and minority student groups (Pearson’s r of .286, 

β = .030).  This small correlation and beta weight indicate a relationship, but this 

relationship accounts for a small portion of the total variance of enrollment by each 

group.  

 

Findings for Research Question 2 

 In reviewing the five independent variables in the study (education region, 

institution type, faculty demographics, course offerings, and the number of student 
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organizations of interest to minority students) with the dependent variable Hispanic 

student enrollment, one variable in particular is strongly correlated to Hispanic student 

enrollment.  The results of the study indicate a strong correlation of .982 between the 

enrollment of Hispanic student enrollment in Texas public higher education and the 

percent representation of Hispanic faculty in an institution.  It is noteworthy that the 

strongest indicator of Hispanic enrollment is also in alignment with the literature and 

theories reviewed in this study. 

 The current study found a statistically small correlation between Hispanic 

enrollment and minority student groups (Pearson’s r of .300, β = .025).  This small 

correlation and beta weight indicate a relationship, but this relationship accounts for a 

small portion of the total variance of enrollment by each group. 

 This understanding of the importance of fictive relationships between minority 

students and colleges and universities could result in the inclusion of greater numbers 

of minority faculty in colleges and universities.  Although not formally explored in this 

study, there appears to be a relationship between numbers of minority faculty and 

minority campus groups and minority curricular offerings.  

 

Conclusion 

 The purpose of this study was to identify the correlates of African- American and 

Hispanic student college selection. After taking into account faculty demographics, 

geographic region, minority specific curricular offerings, and student organizations of 

minority interest and institution type, it was found that the presence of minority faculty 

has the highest correlation with minority student enrollment.  The results of the study 
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are consistent with Nasagawa and Wong’s theory (1999) who believe there is a strong 

link between ethnic subcultures, social choice and academic integration. This study 

found a strong, positive relationship between ethnic culture and academic choice. 

Likewise, this study also took a step forward in addressing the suggestion by Tinto 

(1987), Richardson & Bender (1987) and Ogbu (1983) who believe there is a need to 

develop a theory “that explains how minority student overcome barriers to enrollment 

and academic success in college”. This study explored student choice and affinity within 

the context of college choice and faculty demographics, campus groups, curricular 

offerings, and geographic region. The results of this study help establish a foundation 

for further exploration of minority student choice and affinity as related to college 

selection. 

 The findings of this study begin to lay a foundation for understanding which 

institution factors are strongly correlated to the attraction of minority students to one 

institution over another. This study is exploratory in nature, so the findings are a basis 

on which further research will need to be added if institutions or scholars are to 

understand more fully what contributes to initial minority enrollment in higher education.  

 Although the attraction and enrollment of minority students in higher education is 

a stated goal of Closing the Gaps, institutions are caught in a “chicken or egg” scenario, 

uncertain as to how minority student enrollment and institution characteristics interact 

with each other.  This study found a strong correlation between the presence of minority 

faculty and institution selection by minority students. Each research question used the 

same independent variables in an attempt to understand differences between ethnic 

groups and institution enrollment. Multiple regression results for each minority group 
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(African-American and Hispanic) yielded a statistically significant association between 

the enrollment within a specific minority group and the presence of like minority faculty 

on campus. 

 It is important that the current study found statistically significant information for 

each research question. Some correlations were very strong (Pearson’s r of .982, 

β=.806), while other correlations were somewhat smaller, but still significant. 

For Research Question 1, African-American enrollment was found to be most 

strongly associated with the percent representation of African-American faculty on 

campus (Pearson’s r of .946, p = .000, β = .797).  There is a small but significant 

relationship between African-American enrollment and campus minority student groups 

(Pearson’s r of .286, p = .003, β =  -0.144).  The presence of statistically significant 

information is important in that it provides empirical evidence of the very strong 

influence of self-identification between African-American students and African-American 

faculty. These findings are consistent with Bean’s 1980 and 1995 models of college 

choice and student social integration. Bean presented a model of student persistence 

were based on institution characteristics, including the presence of faculty of color 

(Fischer, 2007).  

 For Research Question 2, the presence of Hispanic faculty indicated an even 

stronger relationship (Pearson’s r of .982, p = .000, β = .806). There are two additional 

small but significant relationships between Hispanic enrollment and minority curricular 

offerings (Pearson’s r of .425, p = .000, β = .095) and campus minority student 

organizations (Pearson’s r of .300, p = .002, β = .025). Again, the presence of 

statistically significant information is important in that it provides empirical data related 
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to the enrollment of Hispanic students in higher education. These findings further 

reinforce Bean’s model of college choice, as well as the student affinity theories of 

Astin, Tinto and Nasagawa & Wong.  Furthermore, Taylor (2000) specifically notes 

academic staff diversity and “the opportunity for participation in ethnic or minority 

student groups as primary barriers to higher education for minority students” (p. 3). 

 It is noteworthy that most of the institutions with greater numbers of minority 

faculty also had greater numbers of minority campus organizations and curricular 

offerings. To say the presence of minority faculty directly causes the presence of the 

minority groups or curriculum would be premature, but is recognized.  If more minority 

faculty are present on campus, it might allow for the growth or addition of other minority 

specific activities or offerings. The results of this study did find a small correlation 

between minority student groups and curricular offerings and minority enrollment.   

 Another aspect of the minority enrollment is the relationship between state 

geography and institution type.  The study found two different outcomes when pairing 

enrollment with geographic location and institution type. For African-American student 

enrollment, there was no statistically significant relationship between geographic region 

(Pearson’s r of .007, β =  -.166) or two year or four year institution type (Pearson’s r of -

.041, β = .113). This lack of relationship may be attributed to geographic draw of each 

institution type.  Historically, community colleges attract students from the immediate 

geographic region, with few students breaking geographic boundaries to attend a 

community college.  Four year institutions attract from a much broader area, both on the 

state and national level.  Because of these geographical differences, it is not surprising 
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there was a small correlation between enrollment, geographic region and institution 

type. 

 It is important to review the state demographics.  As was noted in Closing the 

Gaps, the high-growth region of the state represent over 85% of the state’s total 

projected 2015 population.  For 2015, it is projected that the African-American 

population will remain stable at 11.6%, and Hispanics will expand from 44.2% to 49.1% 

of the state population. This population shift has great significance for higher education.  

 If colleges and universities are to meet enrollment goals outlined in Closing the 

Gaps, institutions must find new ways to attract a higher proportion of the minority 

populations into higher education.  Results from this one-year study indicate that 

minority students are attracted to two year institutions over four year institutions at a 2:1 

ratio. Across high and low-growth regions, two year enrollments make up 66.81% of 

statewide public enrollment. Four year institutions represented only 33.19% of all 

statewide enrollments.  

 It is noteworthy to point out across high and low-growth regions, African-

American and Hispanic faculty only account for 18.9% of all minority faculty statewide.  

Within this 18.9%, 15.55% of all minority faculty are in 2-year institutions.  Minority 

faculty have a 3.24% representation in 4-year institutions. Prior research found minority 

students are often attracted to two year institutions for other reasons, such as lower 

tuition rates, open enrollment, and geographic considerations. This study found minority 

enrollments are more closely associated to the presence of minority faculty on campus 

over geographic location.  However, as university tuition and fees increase, prior 

paradigms may re-evaluated, reflecting a stronger attraction to institutions where 
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potential minority students seek institutions that more closely reflect the cultures and 

ideas similar to their own. 

 

Recommendations 

 To add to the body of research presented by this study, the researcher 

recommends several follow-up studies. A study using a similar design should be 

conducted in other demographically similar states to determine if national geographic 

location has an effect on institution selection. There is a gap in the current literature that 

compares African-American and Hispanic enrollment in higher education between 

states. Additionally, a future study focusing on the factors that attract minority faculty to 

institutions in higher education would also add important information to the current body 

of literature. 

 A study utilizing focus groups or interviews might also be conducted with African-

American and Hispanic freshmen to determine which factors were most influential in 

their decision to attend a community college or university. The literature presented in 

this study found fictive relationships are often cited by African-American and Hispanic 

students as being an important factor in individual success in higher education. Other 

focus groups or interviews may also be conducted with African-American and Hispanic 

graduates to determine if minority faculty, minority student groups or minority curricular 

offerings contributed to their overall persistence and success in higher education.  

Additional research may also include “first generation college attendee” as an 

independent variable.  The results of this study suggest that the presence of minority 

faculty may influence students from families whose parents did not attend college to 
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enroll in higher education. Additionally, further research exploring the correlates 

between institutions with high minority faculty presence to those with low minority faculty 

presence and minority graduation rates might be conducted. 
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APPENDIX 

LIST OF INSTITUTIONS BY REGION, NAME, COUNTY AND TYPE
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High/Low 
Growth 
Region 

Education 
Region Institution Name County System Name Two/Four 

Year 

L 1 Amarillo College Potter   Two Year 
L 1 Clarendon College Donely   Two Year 
L 1 Frank Phillips College Hutchinson   Two Year 
L 1 South Plains College Hockley   Two Year 
L 1 Texas Tech Univ. Lubbock Texas Tech Univ.  Four Year 
L 1 West Texas A&M Univ. Randall Texas A&M Univ.  Four Year 
L 2 Cisco College Eastland   Two Year 
L 2 Midwestern State Univ. Wichita   Four Year 
L 2 Ranger College Eastland   Two Year 
L 2 Vernon College Wilbarger   Two Year 
L 2 Western Texas College Scurry   Two Year 
H 3 Collin County Comm. College  Collin   Two Year 
H 3 DCCD Brookhaven College Dallas DCCD Two Year 
H 3 DCCD Cedar Valley College Dallas DCCD Two Year 
H 3 DCCD Eastfield College Dallas DCCD Two Year 
H 3 DCCD El Centro College Dallas DCCD Two Year 
H 3 DCCD Mountain View College Dallas DCCD Two Year 
H 3 DCCD North Lake College Dallas DCCD Two Year 
H 3 DCCD Richland College Dallas DCCD Two Year 
H 3 Grayson County College Greyson   Two Year 
H 3 Navarro College Limestone  Two Year 
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High/Low 
Growth  

Education 
Region Institution Name County System Name Two/Four 

Year 
H 3 Tarleton State Univ. Erath Texas A&M Univ.  Four Year 
H 3 TCCD Northeast Campus Tarrant Tarrant County College  Two Year 
H 3 TCCD Northwest Campus Tarrant Tarrant County College  Two Year 
H 3 TCCD South Campus Tarrant Tarrant County College  Two Year 
H 3 TCCD Southeast Campus Tarrant Tarrant County College  Two Year 
H 3 Texas A&M Univ.-Commerce Hunt Texas A&M Univ.  Four Year 
H 3 Texas Woman's Univ. Denton   Four Year 
H 3 The Univ. of Texas at Arlington Tarrant The Univ. of Texas  Four Year 
H 3 The Univ. of Texas at Dallas Dallas The Univ. of Texas  Four Year 
H 3 Univ. of North Texas  Denton Univ. of North Texas  Four Year 
H 3 Weatherford College Parker   Two Year 
L 4 Kilgore College Gregg   Two Year 
L 4 Northeast Texas Comm. College Titus   Two Year 
L 4 Panola College Panola   Two Year 
L 4 Paris Junior College Lamar   Two Year 
L 4 Texarkana College Bowie   Two Year 
L 4 Texas A&M Univ.-Texarkana Bowie Texas A&M Univ.  Four Year 
L 4 The Univ. of Texas at Tyler Smith The Univ. of Texas  Four Year 
L 4 Trinity Valley Comm. College Henderson   Two Year 
L 4 Tyler Junior College Smith   Two Year 
L 5 Angelina College Angelina   Two Year 
L 5 Lamar Univ. Jefferson Texas State Univ.  Four Year 
L 5 Stephen F. Austin State Univ. Nacogdoches   Four Year 
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High/Low 
Growth  

Education 
Region Institution Name County System Name Two/Four 

Year 
H 6 Alvin Comm. College Brazoria   Two Year 
H 6 Brazosport College Brazoria   Two Year 
H 6 College of the Mainland Galveston   Two Year 
H 6 Galveston College Galveston   Two Year 
H 6 Houston Comm. College System Harris HCCS Two Year 
H 6 Lee College Harris   Two Year 
H 6 Lone Star College - Cy-Fair College Harris LSCS Two Year 
H 6 Lone Star College - Kingwood College Harris LSCS Two Year 
H 6 Lone Star College - Montgomery  Montgomery LSCS Two Year 
H 6 Lone Star College - North Harris  Harris LSCS Two Year 
H 6 Lone Star College - Tomball  Harris LSCS Two Year 
H 6 Prairie View A&M Univ. Harris Texas A&M Univ.  Four Year 
H 6 Sam Houston State Univ. Harris Texas State Univ.  Four Year 
H 6 San Jacinto College - Central Campus Harris San Jacinto College  Two Year 
H 6 San Jacinto College - North Campus Harris San Jacinto College  Two Year 
H 6 San Jacinto College - South Campus Harris San Jacinto College  Two Year 
H 6 Texas A&M Univ. at Galveston Galveston Texas A&M Univ.  Four Year 
H 6 Texas Southern Univ. Harris   Four Year 
H 6 Univ. of Houston Harris Univ. of Houston  Four Year 
H 6 Univ. of Houston-Clear Lake Harris Univ. of Houston  Four Year 
H 6 Univ. of Houston-Downtown Harris Univ. of Houston  Four Year 
H 6 Wharton County Junior College Wharton   Two Year 
H 7 Austin Comm. College Travis   Two Year 
H 7 Blinn College Washington   Two Year 
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High/Low 
Growth 

Education 
Region Institution Name County System Name Two/Four 

Year 
H 7 Central Texas College Bell   Two Year 
H 7 Hill College Hill   Two Year 
H 7 McLennan Comm. College McClennan   Two Year 
H 7 Temple College Bell   Two Year 
H 7 Texas A&M Univ. Brazos Texas A&M Univ.  Four Year 
H 7 Texas State Univ.-San Marcos Hays Texas State Univ.  Four Year 
H 7 The Univ. of Texas at Austin Austin The Univ. of Texas  Four Year 
H 8 ACCD Northeast Lakeview College Bexar ACCD Two Year 
H 8 ACCD Northwest Vista College Bexar ACCD Two Year 
H 8 ACCD Palo Alto College Bexar ACCD Two Year 
H 8 ACCD San Antonio College Bexar ACCD Two Year 
H 8 ACCD St. Philip's College Bexar ACCD Two Year 
H 8 Coastal Bend College Atascosa   Two Year 
H 8 Del Mar College Nueces   Two Year 
H 8 Laredo Comm. College Webb   Two Year 
H 8 South Texas College Hidalgo   Two Year 
H 8 Southwest Texas Junior College Uvalde   Two Year 
H 8 Sul Ross State Univ. Rio Grande  Uvalde Texas State Univ.  Four Year 
H 8 Texas A&M International Univ. Webb Texas A&M Univ.  Four Year 
H 8 Texas A&M Univ.-Corpus Christi Nueces Texas A&M Univ.  Four Year 
H 8 Texas A&M Univ.-Kingsville Kleberg Texas A&M Univ.  Four Year 
H 8 Texas Southmost College District Cameron   Two Year 
H 8 The Univ. of Texas at Brownsville Cameron The Univ. of Texas  Four Year 
H 8 The Univ. of Texas at San Antonio Bexar The Univ. of Texas  Four Year 
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High/Low 
Growth  

Education 
Region Institution Name County System Name Two/Four 

Year 
H 8 The Univ. of Texas-Pan American Hidalgo The Univ. of Texas  Four Year 
H 8 The Victoria College Victoria   Two Year 
H 8 Univ. of Houston-Victoria Victoria Univ. of Houston  Four Year 
L 9 Angelo State Univ. Tom Green Texas Tech Univ.  Four Year 
L 9 Howard College Howard   Two Year 
L 9 Midland College Midland   Two Year 
L 9 Odessa College Ector   Two Year 
L 9 Southwest Collegiate Inst. for the Deaf Howard   Two Year 
L 9 The Univ. of Texas, Permian Basin Ector The Univ. of Texas Four Year 
H 10 El Paso Comm. College District El Paso   Two Year 
H 10 Sul Ross State Univ. Brewster Texas State Univ. Four Year 
H 10 The Univ. of Texas at El Paso El Paso The Univ. of Texas Four Year 
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