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The purpose of this non-experimental, quantitative study was to determine how well 

selected institutional characteristics explain the variance in Hispanic community college 

students’ transfer rates to 4-year institutions. Due to the rapidly growing Texas Hispanic 

population, understanding challenges to their educational attainment has become critical. 

Hispanic community college enrollment in Texas continues to rise, yet these students are not 

transferring to 4-year institutions at the same rate as other groups. This study analyzed data from 

the Texas Higher Education Coordinating Board of 50 Texas community colleges to determine 

how well the independent variables (Hispanic population of each community college campus 

locale, Hispanic community college student college readiness as indicated by Texas Success 

Indicator scores, and the percent of Hispanic faculty at each community college) accounted for 

the variance on the dependent variable (Hispanic community college student transfer rate). 

Multiple regression was used to determine the magnitude of the relationships between the 

dependent variable and the combination of all the independent variables. Commonality analysis 

was then utilized to identify proportions of variance in the dependent variable from combinations 

of the independent variables. The independent variables together generated a statistically 

significant regression model on the dependent variable,  F(4, 64) = 3.067, p = .023. The R2
 

coefficient between the independent variables on the dependent variable presented a positive 

relationship with 17.2% variance. The percent of Hispanic community college faculty was the 

largest contributor to the variance (62.09%), the strongest factor in accounting for the transfer 

rates of Hispanic community college students to 4-year universities. Hispanic population of each 



community college campus locale had the least effect on the dependent variable with a 1.47% 

variance. The findings of this study support the recent report by the Texas Higher Education 

Coordinating Board in favor of research and resources for Hispanic educator preparation 

programs.  
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CHAPTER 1  

INTRODUCTION 

As a group, Latino students today perform academically at levels that will consign 
them to live as members of a permanent underclass in American society. 
Moreover, their situation is projected to worsen over time. Neither the economy 
nor the social fabric can afford to relegate so many young people to the margins 
of society. If their situation is not reversed, the very democracy is at peril. –  

Rescatando Suenos  
 

 The Hispanic population in Texas has grown significantly in the last two decades; the 

overall increase of Hispanics in Texas is 36% and Texas public schools report a 46% increase in 

Hispanic student enrollment (Texas Higher Education Coordinating Board [THECB], 2008). The 

state is facing incredible challenges related to the educational and workforce training needs of 

the Hispanic population while it also works to meet the needs of business and industry and 

encourages economic stability measures. Furthermore, the literature demonstrates that Hispanic 

students’ educational attainment levels are less than those of non-Hispanic students, explaining 

the desire of stakeholders to find creative and innovative ways to address the academic, 

economic and societal gaps of Hispanic citizens. 

  Texas is second only to California in enrollment of Hispanic students in its higher 

education institutions. Of the top 25 institutions in the United States that awarded associate 

degrees to Latinos in 2006-2007, 9 are located in California and 7 are located in Texas. Of the 

top 25 institutions in the U.S. that awarded bachelor’s degrees to Latinos in 2006-2007, 8 are 

located in California and 7 are located in Texas (U.S. Department of Education, National Center 

for Education Statistics [NCES], Integrated Postsecondary Education Data System [IPEDS], 

2006-2007). While participation rates for college attendance have improved for Hispanic 

students in Texas, with a slight increase from 3.7% in 2000 to 4.0% in 2005 (THECB, 2007), 
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transfer rates of community college Hispanic students to 4-year institutions continue to lag 

behind other groups.  

Community colleges are often the starting point for high school graduates and non-

traditional students to enter higher education in Texas, particularly Hispanic students. The 

numbers of Hispanic students enrolled in college continue to rise, yet recent research indicated 

that they are not transferring to 4-year institutions at the same rate as other groups (Arbona & 

Nora, 2007). Closing the Gaps: The Texas Higher Education Plan was adopted by THECB in 

2000 to combat the disparity in educational attainment rates in Texas. Institutional targets were 

set for 2005, 2010 and 2015, and include participation and completion rates for community 

colleges and universities with goals for increased Hispanic enrollment and completions. 

Specifically, the goals for the 2010 participation measures specified an increase of 37.3% over 

the 2005 rates of enrollment and degree completion, which translated to 36,000 additional 

Hispanic students.  

According to the Closing the Gaps by 2015: 2009 Progress Report (THECB, 2009), the 

participation rate for Texas Hispanic students grew by 54.5% from Fall 2000 to Fall 2008, with 

public community colleges and technical colleges realizing 62% of the enrollment increase. This 

news is hopeful, yet given the continued high secondary school dropout rates of Hispanic 

students, coupled with the economic and societal disadvantages Hispanic individuals face, it will 

be an exceptional task to enroll another 310,000 Hispanic students in the Texas higher education 

system by the year 2015 in order to meet the 84% participation goal specified in Closing the 

Gaps (THECB, 2000).  

 The 2009 Closing the Gaps progress report also revealed that goals have not been met in 

Hispanic bachelor, associate, and certificate program completions in Texas. The report 
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considered the measure to be somewhat below target of the benchmark level, which is of concern 

to higher education officials and other stakeholders, including state legislators. Educational 

opportunities are important components of economic development, and major steps must be 

taken to ensure the future well-being of the state (THECB, 2009). 

 It is critical to the economic and societal strengths of Texas to address the issues of 

Hispanic educational attainment and success. According to Murdock (2003), participation and 

graduation rates are of high importance to combat poverty in the state. His research indicated that 

if education rates remain low, by the year 2030, poverty rates will increase by 3% and the 

average Texas household income will decline by $3,000 in constant dollars. Murdock also stated 

that the Texas higher education system is at a crossroads as studies show that the state is 

experiencing more challenges in Hispanic enrollment and completion rates than California, New 

York, Florida and other states with large Hispanic populations. 

 According to Sullivan (2007), historically community colleges have been responsive to 

workforce needs and have the ability to initiate change more quickly than 4-year universities. 

The missions of Texas community colleges provide access and opportunity for all Texans, and 

the flexibility and open-admission policies are of particular importance for Hispanic students. 

There is reason to celebrate the increased participation rates of community college enrollments 

for Hispanic students, but there is an urgency to discover the predictors and explanations for why 

they are not completing associate’s degrees and transferring to 4-year universities at the same 

rates as other groups of students. 

 Fry (2002) stated that of the Hispanic students who complete high school, only 10% 

continue to college. These students are more likely to attend community colleges in their 

hometowns than to go away to pursue higher education, and often attend college part-time. 
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Unfortunately, community college participation does not ensure that students will transfer to 4-

year universities and complete their degrees, both of which are necessary for high-demand and 

lucrative careers, as well as workforce and lifelong learning activities (Bagnato, 2005; Gandara, 

2006; Schmidt, 2003).  

 In his book entitled The World is Flat: A Brief History of the Twenty-First Century, 

Friedman (2006) wrote about the technologically-driven global economy within his worldview 

of economics and societal issues. Friedman contended that if you cannot keep up, you will be 

trampled. That holds true for Hispanic students who do not complete their educations or 

workforce training programs. Business is no longer operated by the complex industrial giants of 

our past, but rather by the connection of individuals who have instant access to one another. 

Many Hispanics are not prepared or positioned to participate in the “new, flat world” that 

Friedman described in his book. Without the necessary preparation and education, Hispanics will 

not realize the same success as members of other groups in terms of educational attainment, 

participation in a globalized economy, or workforce training demanded by a technologically-

driven world.  

  If Hispanic students are not prepared to fit into this new global society, their social and 

economic climb out of poverty will be affected. According to Texas demographer, Lloyd Potter, 

the earning power of Hispanics is dramatically lower than the White population, with annual 

income per capita for non-Hispanic Whites of $27,461 in 2009, compared to $14,646 for 

Hispanic Texans (Calkins, 2011). Without education and workforce training for Hispanic 

Texans, that disparity will continue, leaving many individuals and families with low expectations 

for their futures. 
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 Community colleges play a major part in the preparation of careers for many Americans, 

particularly Hispanic Americans. According to the National Science Foundation’s National 

Survey of Recent College Graduates (2001), half of all Hispanic science and engineering 

students who received bachelor’s degrees started their educational programs at community 

colleges. Conversely, research highlights barriers that affect the abilities of Hispanic students to 

transfer to 4-year institutions, including culture, financial concerns and college readiness 

(Gandara, 2006). Since Closing the Gaps was launched in 2000, Hispanic student enrollment in 

higher education in Texas has increased more than any other major racial or ethnic group, yet 

enrollment and transfer percentages continue to lag in meeting most of the participation targets 

specified in the plan.  

 

Problem Statement 

 As the Hispanic population in Texas grows and the state moves quickly in the 

globalization of economics, technology, and connectivity, there are serious concerns about the 

transfer rates of Hispanic community college students to 4-year universities. This study will 

address the problem that Texas Hispanic community college students are not transferring to 4-

year universities at the same rates as non-Hispanic students. The intention of this study is to 

discover factors that explain low transfer rates of Texas community college Hispanic students to 

4-year institutions.  

 The literature supports a positive relationship between degree attainment and higher 

salaries (Gandara & Contreras, 2009); therefore, it is important to research and expose the factors 

that cause Hispanic college students to discontinue their plans for bachelor degree completion. 

Unfortunately, although greater numbers of Hispanic students are entering Texas community 
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colleges systems than ever before, the educational dropout rate continues to be of concern 

(THECB, 2009). The literature exposes many reasons for dropout rates and low transfer rates 

(Sullivan, 2007); some are more complex than others, with cultural and discrimination factors 

included in the challenges Hispanic students face as they strive for educational attainment. 

 The completion of high school and college affects economic improvement in all 

households, but according to Kim (2002), there is a 40% earnings gap between White and 

Hispanic workers. Many Hispanic students struggle to overcome the language, academic, 

cultural and/or financial challenges that prevent them from competing in a society that is moving 

quickly into a new world of globalization and rapid change. 

  Research indicates that the lack of college readiness in the Hispanic population is one 

factor in Hispanic students’ low transfer and completion rates (Fry, 2002). It is important to 

study the relationship between the performance of Texas Hispanic community college students 

on admission exams, which impact Texas Success Initiative (TSI) scores, and transfer rates to 4-

year universities. Hispanic students’ foundations in the English language and mathematics are 

not as strong as their White counterparts, due to the less rigorous curricula selected either by 

them or for them by school officials, which has thus impacted their college admissions statuses 

(Gandara, 2006).  

      Hispanic families, including new immigrants, value education, but have unique obstacles 

to degree attainment, such as language, educational readiness, college financial information and 

access (Laden, 1998). Recent research opposes the myth and commonly held belief of non-

Hispanics that the Hispanic population does not support or value higher education for themselves 

or their children (Sosa, 2002; Swail, 2004). Furthermore, Hispanic families appear to espouse 

significant goals related to higher education, but home environments and Hispanic communities 
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are not often conducive to college preparation and retention. Migratory challenges, assimilation 

experiences, documentation problems and gender expectations are some of the issues Hispanic 

students face during their educational pursuits (Perez, Espinoza, Ramos, Coronado, & Cortes, 

2009).  Research demonstrates that Hispanic students who live in areas heavily populated by 

Hispanic groups experience obstacles that prevent them from transferring to 4-year universities, 

such as the lack of relevant information, a dearth of higher education mentors, unfamiliarity with 

the college system, misinformation about cost and financial aid, and structural, cultural and 

language barriers (Fann, McClafferty-Jarsky, & McDonough, 2009).   

 The educational attainment gap between the Hispanic and non-Hispanic population will 

continue to be a factor in the economic and societal future of the state of Texas. Without 

additional research and subsequent awareness at the higher educational level on policies and 

practices that will lead to increased Hispanic college readiness and completion rates, the current 

trend will continue to be a challenge. Education is the great American equalizer and success in 

higher education is part of the big picture of economic prosperity in America. 

 

Purpose 

 The purpose of this non-experimental, quantitative study is to determine how well 

selected institutional characteristics associated with the 50 Texas public community colleges 

explain the variance in Hispanic community college students’ transfer rates to 4-year institutions. 

An additional purpose of the study is to identify which selected institutional characteristic 

explains the most variance in Texas Hispanic community college student transfer rates to 4-year 

institutions.  
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  According to Fry (2002), great attention has been given to Hispanic high school dropout 

rates for quite some time, yet the college dropout rates may be just as significant. Without 

identifying the factors affecting the unique characteristics of Latino college enrollment and 

attendance issues, it is difficult to intervene and assist students as needed. The questions are 

complex and a “one size fits all” approach is not the answer. As additional research reveals the 

issues unique to the Hispanic student college experience, policy initiatives and relevant planning 

should incorporate necessary measures to assist Texas Hispanic students reach their goals of 

higher education attainment.  

 

 Research Questions 

The following research questions guided this study: 

1. How well do the variables Hispanic population at Texas community college locales, 

Texas community college Hispanic student TSI Met rates, Texas community college Hispanic 

student Not Met rates, and the number of Hispanic faculty at Texas community college districts 

jointly explain the variance in Texas Hispanic community college student transfer percentage 

rates to 4-year universities? 

2. How well does the Hispanic population at the community college locale explain the 

variance in Texas community college student transfer rates to 4-year universities? 

3. How well do TSI Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 

4. How well do TSI Not Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 
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5. How well does the number of Hispanic faculty at Texas community college districts 

explain the variance in the transfer rates to 4-year universities for Texas Hispanic community 

college students? 

 For this quantitative study, the four independent variables and one dependent variable are 

examined using institutional data from all 50 Texas community colleges districts for academic 

years 2004 through 2008.  

The independent variables are: 

• Hispanic population at Texas community college locales (HISPPOP) 

• Texas Hispanic community college student TSI pass rates (HISPMet) 

• Texas Hispanic community college student TSI fail rates (HISPNotMet) 

• Hispanic community college faculty population at the 50 Texas community college districts 
(HISPFAC#) 
 

The dependent variable is: 

• Texas Hispanic community college students’ institutional transfer rates to 4-year 
institutions (HISPTRANS%) 

 The literature suggests that the independent variables have impacts on Texas Hispanic 

students’ transfer rates to 4-year institutions. According to Gandara and Contreras (2009), 

college choice, readiness, higher education financial aid literacy/support and locale play 

significant roles in whether Hispanic students transfer to 4-year institutions. Community colleges 

typically feature additional characteristics that appeal to Hispanic students and are important for 

their access to higher education, including open admission policies, locations close to home, 

lower tuition, flexible class schedules, and workforce training (Jaeger & Page, 1996).  
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Definitions of Terms 

• Hispanic: A person of Mexican, Puerto Rican, Cuban, Central or South American 

descent, or other Spanish culture or origin regardless of race (U.S. Department of Education, 

2009). 

• Latino/a: Interchangeable term for Hispanic male/female. 

• Texas Success Initiative (TSI): State-legislated program designed to improve student 

success in college; it includes an assessment to diagnose basic skills in reading, mathematics and 

writing; TSI scores are based on several instruments, including SAT/ACT scores, Texas Higher 

Education Assessment (THEA), Texas Assessment of Knowledge and Skills (TAKS), 

ACCUPLACER or COMPASS scores. 

• Transfer students: Students who attempted 30 hours of college-level coursework at a 

specific institution before transferring to a 4-year college or university.  

 

Study Significance 

 It is critical to identify college characteristics that explain the academic participation and 

transfer rates for Hispanic Texans. Texas stakeholders will be encouraged to consider the 

findings of this study in order to inform the creation of outreach and retention policies within 

higher education institutions. This study could also provide policymakers and legislators with 

useful information germane to their quests to promote higher education completion rates.  

 In addition, the study will provide insight and information for Texas leaders who strive to 

increase Hispanic community college student retention and transfer rates. The goal is to provide 

information that will make transfer more seamless and less arduous for Hispanic students.  
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Limitations  

 A possible limitation of the study is that the data collected could exclude predictors of 

community college transfer rates not identified at the outset, such as ethnic-related gender 

attitudes, cultural and immigrant issues, the experiences of first-generation college students, and 

the differences resulting from full-time versus part-time enrollment. Also, Texas is a very large 

state with community college districts close to the U.S.-Mexican border that have significantly 

higher Hispanic enrollment compared to other institutions; as a result, it is reasonable to expect 

differences in culture, attitude, and practices which limit the generalizability of the study 

findings. In addition, the data used in this study are from a variety of sources, including state and 

federal data, resulting in some variation due to differences in the ways data are collected and 

categorized.  

 

Delimitations 

 This study is focused solely on Hispanic students at public 2-year institutions in Texas. 

While research indicates that early childhood intervention and family culture create the 

foundation for a college-going culture and ultimately, higher education success (Gandara & 

Contreras, 2009), these factors are not examined in this study. 

 

Conceptual Framework 

 The primary theoretical framework for this study is taken from the most salient constructs 

that current researchers apply to the Latino population, including community college transfer 

conditions for success (Ornelas, 2002). This theory is based on the supposition that a supportive 

culture exemplified by a) a higher% of Hispanics in the  locale to an institution and b) a high% 
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of Hispanic faculty at a community college will lead to higher Hispanic community college 

student transfer rates for that institution. In addition the success scores measured by the Texas 

Success Initiative (TSI) should also evidence a positive influence on transfer rates. 

 Social engagement models, as explained by Hurtado (1997), have at its base a 

definitional approach to differences in social adaptations in Hispanic higher education 

experiences. Assimilation/acculturation frameworks that were utilized in the 1960s, typically do 

not allow Hispanic students to contribute to their definition of integration. By contrast, they 

report that cultural activities, outside relationships with relatives and friends, and race-based 

programming are all essential and critical to their personal achievement, academic success and 

retention.  

  There are multiple barriers that systematically and historically have kept Hispanic 

students from academic success and integration into college culture. These barriers, according to 

Hurtado & Garcia (1994), are variables that can be incorporated into quantitative models for 

statistical testing. Researchers have revealed viable possibilities to assist Hispanic students in 

successful higher education sustainability and transfer based on social engagement and academic 

integration models (Rendon, Jalomo & Nora, 2004). 
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CHAPTER 2  

REVIEW OF THE LITERATURE 

This literature review highlights existing research on college choice, college locale, and 

the readiness of Hispanic community college students in the state of Texas. Community 

colleges play a significant role in meeting immediate needs of immigrants, the underemployed 

and other people who need assistance in education and quality of life issues. It is important to 

understand the history and unique mission of these 2-year institutions to help provide context 

for this study of Hispanic community college students. 

 

American Community College History 

 The community college is considered a significant phenomenon of twentieth-century 

American higher education. The 2-year college has gone through various changes in its history, 

leading to the public’s confusion about its name and mission (Vaughan, 2000). It is critical to 

note that these post-secondary junior/community college systems have provided places of 

accommodation, adaptation and invention in 100-plus years of operation. 

 The beginning of the 20th century brought a modern and visionary movement in 

educational opportunity. Along with industrialization and demographic changes throughout the 

country, a uniquely American higher education institution was born: the 2-year public 

community college. As agriculture declined in occupational importance and newer, more 

specialized occupations grew, so did the need for higher education opportunities. Mobility and 

demographic changes were profound, which increased the demand for educational opportunity 

and workforce training from the newly created public junior college systems (Cohen & Brawer, 
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1996). The junior college, or community college, movement experienced rapid growth and 

development in the first 40 years of the 20th century. 

 The first public community college was opened in 1901 in Joliet, Illinois by the 

University of Chicago president, William Rainey Harper (Ratliff, 1986). Harper was the first 

president of the University of Chicago, but proved to be a pioneer in higher education in areas 

beyond his campus, including university extension programs, university press, and ultimately, as 

the father of the public junior college movement. Harper believed that the traditional American 

liberal arts college of the time did not provide adequate rigor and quality. He was convinced that 

the first two years of college were akin to the German gymnasium model of education, or high 

school-level curricula, rather than true university work. Harper isolated and strengthened the first 

two years of undergraduate study and advocated that high schools extend their curricula to 

include the first two years of college. With Harper’s encouragement, the superintendent of the 

Joliet public school system, J. Stanley Brown, assisted with the development of what is generally 

known as the first American junior college—Joliet Junior College (Ratliff, 1986).  

 In response to early 20th-century immigration issues, the women’s suffrage movement, 

and World War I and II veterans’ needs, the mission of the community college included open 

admission, access and opportunity. Veterans benefited from the open access and availability of 

opportunities as they returned to their homes after serving our country. Optimism, prosperity and 

technological advances often characterize American society in post-war culture. Veterans have 

taken advantage of the opportunities that community colleges have offered throughout history, 

which has resulted in increased enrollments. From post-World War I years to 1948, the number 

of 2-year public colleges in the U.S. grew from 74 to 650 (Cohen & Brawer, 1996).  
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  Open access and opportunity contributed to the growth of American community 

colleges, which continue to be the prevailing characteristics of the community college mission 

today. The name “community” became part of the junior college tradition when it was suggested 

by the 1947 President’s Commission on Higher Education in light of the fact that the institutions 

were designed to meet the needs of their communities (Vaughan, 2000). Edmund Gleazer, 

president of the American Association of Community and Junior Colleges in the post-World War 

II era, envisioned and encouraged the notion that community colleges would render 

comprehensive educational services to entire communities (Vaughan).  

 The community college mission has evolved to also meet specific community needs, such 

as adult education programs, technical and workforce training, corporate and personal training 

programs, and community services. In addition, advocacy of the Carnegie Commission on 

Higher Education of 1970 established the development of community college campuses within 

commuting distance of every adult in the U.S. (Vaughan, 2000). Today, comprehensive public 

community colleges have an adaptable and interfaced mission with society and provide general 

and liberal education; vocational and technical education; adult, continuing and community 

education; developmental, remedial, and college-preparatory education; and counseling, 

placement and student development services (American Association of Community Colleges, 

[AACC], 2010). 

 The community college system provides a pathway to success for many people who 

otherwise would not be granted opportunities to pursue higher education. From its earliest days, 

development and outreach, open admission policies have continually provided access for 

generations of students and are a hallmark of the community college movement (Cohen & 

Brawer, 1996). With the expansion and involvement of community college associations, such as 
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the AACC, advocacy programs and innovations have continued to support curriculum 

articulation; partnerships with high schools, universities, businesses and industries; and 

workforce and technical education (Ratcliff, 1986). 

 

Texas Community College History 

 Texas followed the path of the nation’s junior college development as a result the work of 

several visionary leaders. The expansion of the state’s junior college movement was led by 

individuals such as Randolph Lee Clark (Melugin, 2001). Clark’s father and uncle were pioneers 

in Texas higher education development who founded Ad-Ran College, now known as Texas 

Christian University. As an adventurous young man, Clark found employment on the famous 

XIT Ranch in the West Texas Panhandle after his college graduation. He accompanied a 

trainload of cattle to Chicago, where he decided to stay and attend the University of Chicago. His 

mentor and advisor was Dr. William Rainey Harper, president of the university and a founder of 

the American junior college system.  

 Clark’s return to Texas brought resulted in a development of junior colleges. He was 

instrumental in the founding of Hardin College in 1922, an early publicly supported junior 

college. Hardin later became a 4-year university, now known as Midwestern State University in 

Wichita Falls. Clark was also the founder of Gainesville Junior College in 1924, which later 

became a county college district in 1960. In 1994, the Gainesville board of regents changed the 

name to North Central Texas College; it is considered the oldest continuously operating public 2-

year college in Texas (Melugin, 2001). 

 The 1960s and 1970s were a time of great expansion and development for Texas 

community college systems. Visionary leaders, such as Bill J. Priest, first chancellor of the 
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Dallas County Community College system, brought a new era of community college 

development to Texas in the mid-1960s. Until the formation of the district, Dallas citizens had to 

travel to Kilgore or Tyler to attend a junior college. Use of the multi-college district model 

(rather than multi-campus college) allowed each campus to truly identify with the community it 

served (Whitson, 2004).  

 In 1994, the Texas legislature created the 50 community college district system. These 

colleges continue to benefit the state in contributions to local job and income formation (regional 

economic benefits); higher earnings captured by exiting students; a broad collection of social 

benefits (improved health, reduced crime, and lower welfare and unemployment); and a return to 

taxpayers for their community college support (Christophersen & Robison, 2002). Texas 

community colleges continue to expand, which is reflected in the system’s enormous growth in 

the first decade of the 21st century.  

 The American dream of education attainment and pursuit of good careers is often rooted 

in the country’s community college system. The creation of the 2-year higher education 

institution has reached urban and rural areas across the state of Texas and continues to serve as 

an access to educational opportunities for many Americans, including the Hispanic population of 

Texas.  

 

Hispanic Community College Student Transfer Issues 

 The community college system has provided an open door policy for decades, which has 

contributed to the increase in college-going rates for Hispanic students for many of those years. 

Yet the open door policy does not automatically guarantee the transfer success or degree 

attainment for Hispanics or other entrants, the lack of which results in the loss of potential 
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income, educational attainment and social status (Yang, Byers, Salazar & Salas, 2009). 

Nationally, Hispanic student persistence rates and transfer rates are the lowest of any group, and 

educational attainment continues to be problematic (Hagedorn & Lester, 2006).  

 The Hispanic population continues to grow rapidly in the state of Texas, as does Hispanic 

community college enrollment with almost a 35% enrollment in 2-year institutions (Texas 

Higher Education Coordinating Board [THECB], 2009). Only 3 out of 10 full-time Texas 

community college students actually complete any credential or transfer program. Texas reports 

that only 12% of all Hispanic community college students who transfer to 4-year universities 

complete their degrees within six years, compared to more than 20% for White students 

(THECB, 2009). 

 Transfer issues are varied and complicated. Developmental classes are a large part of the 

community college experience, as many students have serious deficits in reading, writing and 

mathematics. Of more than 95,000 first-time community college students in Texas in 2009, only 

34,000 met the college readiness standards (THECB, 2009). This has proven to be a challenge in 

terms of students’ abilities to complete the core curriculum and transfer to 4-year institutions. 

 The attraction of community colleges for Hispanic students is often based on practicality 

because of the opportunities of vocational and/or technical training, remediation and 

affordability. Family culture and locale play key roles in Hispanic students’ selection of 

community colleges, along with the ability to attend classes part-time. Hispanic adults have a 

high labor force participation, which often causes problems that affect persistence and transfer 

rates to academic institutions beyond the community college level (Fry, 2002). 

 Research on student retention and persistence theories has now reached voluminous 

proportions. A large amount of this research is based on the testing and validation of Tinto’s 
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assertions regarding student departures (Rendon, Jaloma, & Nora, 2004). This work provides an 

important and valuable foundation for researchers who utilize quantitative methods in analyzing 

student retention and departure. Utilizing Tinto’s established validated foundations, others have 

extended, improved and modified his research and methods to study diverse populations at 

various higher education institutions (Cabrera, Nora, Canstaneda, & Hengstler, 1992; Nora & 

Cabrera, 1996; Pascarella, 2006; Pascarella & Terenzini, 2005). 

 Other researchers have concerns regarding the validity of Tinto’s (1975) theory in 

researching retention and persistence of non-White students. They have questioned the accuracy 

of Tinto’s model of assimilation/acculturation in capturing the experiences of non-White 

students (Attinasi, 1989). According to current research, assimilation/acculturation is based on 

the interactional list theory that was prevalent in the 1960s when social scientists studied 

minority groups who became integrated in the dominant White society (Hurtado, 1997). In order 

to assimilate, separation must occur, in which cultural shifts and adaptations affect the language, 

values, customs and traditions of an ethnic group. These changes require individuals to “break 

away” from their cultures into membership with White Americans. This theory was challenged 

later on, as researchers cited problems in using mainstream cultural norms as evaluative criteria, 

and criticized widely-held beliefs that minority group norms and cultural patterns were deemed 

“inferior, deviant, and self-destructive when compared to majority culture” (de Anda, 1984).  

 Higher education has been transformed in the last 20 years by dramatic shifts in curricula, 

ethnic/racial perspectives, learning-community concepts, faculty and staff mentorships, and 

student services (Rendon, Jaloma & Nora, 2004). The foundations of traditional theoretical 

frameworks, including assimilation/acculturation, are important to Hispanic retention research, 

but according to Hurtado (1997), misspecifications of important constructs do not capture the 
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variability in students’ withdrawal decisions. Additionally, the most important factors may be 

unaccounted for and could affect and influence retention.  

 Nora and Cabrera’s (1996) Student Adjustment Model provides an informational 

framework that has been used to identify the college readiness and selection of college and 

cultural/environmental factors as predictors in the pathway to college: 1) type of college first 

enrolled (2-year versus 4-year institution); 2) college-degree attainment for students who first 

enrolled in 2-year colleges; and 3) college degree attainment for students who first enrolled in 4-

year colleges. Based on Tinto’s (1975) Student Integration Model and Bean’s (1980) Student 

Attrition Model, Nora and Cabrera’s model identifies an “interwoven set of interactions” for 

Hispanic students and persistence rates. College preparatory programs and social and academic 

experiences with faculty, students, and other academic staff members were identified as 

enhancement factors in Hispanic completion rates.  

 Research gaps exist, even given the current trend of acquiring new data and information 

on Hispanic student retention and transfer issues. There is growing evidence of the need and 

importance of psychological research in the Hispanic student experience area (Oseguera, Locks 

& Vega, 2009), but it is often overlooked in historical theoretical framework studies. Studies 

reveal an ongoing concern regarding transfer rates for Hispanic community college students, 

with major themes evolving such family issues, economic considerations, navigation of the 

higher education system, and college preparation and relationships with feeder senior institutions 

(Saenz, 2002). Without successful intervention, including college preparation and outreach 

programs that address these areas of concern, there will not be significant increases in Hispanic 

student persistence and transfer rates. 
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Hispanic Demographics 

 The flood of immigration that was prevalent in the first two decades of the 20th century is 

somewhat mirrored in the most recent two decades of modern American history. In a highly 

global and technological society, the divisions and gaps of opportunity for new immigrants 

continues to widen. Texas, along with other border states, is particularly affected by historical 

growth of the Hispanic population. They are also faced with this gap of educational attainment 

and training among Hispanic citizens.  

The over-representation of Hispanic students in Texas community colleges and their 

low transfer and graduation rates are of grave concern for education leaders and Texas 

legislators, and especially for the Hispanic community. According to Fry (2006), Latino 

undergraduates are never just students: they work, are more likely to live at home than other 

students, and they juggle more duties with more responsibilities, which can make it difficult to 

concentrate on their studies.  

Of the top 25 community colleges enrolling Hispanic students in the U.S., Texas is 

second to only California in Hispanic enrollment (Drachman, 2006). In the academic year 

2006-2007, over 70% of all Hispanic undergraduates were concentrated in four states: 

California, Texas, Florida and New York. A recent study by THECB (2009) revealed an 

increase of 62.3% in Hispanic student participation rates from 2000 to 2008. The rapid 

population increases have affected community colleges and secondary schools across the state. 

U.S. population projection studies indicate a growth of the Hispanic population to 25% of the 

total population by 2050 (Hispanic Association on Corporate Responsibility, 2007; U.S. Census 

Bureau, 2007); as a result, it is clear that educational attainment issues across all systems 
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should be examined. This growth has and will continue to affect public policy and potential 

funding for institutional programs for intervention, outreach and outcomes. 

 

Influence of Culture on College-Going Behavior 

 Does the accessibility of community colleges actually increase the education attainment 

of Hispanic participants?  The question remains in the minds of higher education officials across 

the nation as they plan strategic measures to recruit and retain Hispanic students. Rouse (1995) 

found the accessibility of community colleges often led to Hispanic students’ diverted plans for 

completion at 4-year institutions. Many Hispanic students who live at home are often expected to 

balance college and sometimes multiple jobs in order to support the family. In addition to placing 

a high priority on work, the lack of college navigation skills demonstrates negative effect on the 

students’ ability to continue their education (McGlynn, 2002).  

 The lingering issue is that although proximity and access are important factors related to 

Hispanic students’ abilities to attend college, they are oftentimes the same issues that cause 

fractures in completion rates and educational attainment. Problems encountered by Hispanic 

community college transfer students  include, lack of college preparation that leads to 

mathematics and English deficiencies, high levels of frustration in college navigation skills, 

financial hardship, and cultural and educational gaps (Fry, 2002). 

 Although Hispanic parents have high aspirations and goals for their children, research 

indicates that they do not have the experience or navigation skills to help their children in their 

higher education journeys. Recent data show that many Hispanic parents do not know what their 

children need in school, how to help them in terms of college readiness, or how to assist them on 

secondary school curricula tracks that lead to graduation (Zarate, 2007). Additionally, Hispanic 
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students attend 2-year institutions because of the community college mission of access and 

opportunity, lower tuition rates, and the affordability of living at home. Many Hispanic students 

also tend to get side-tracked into low-paying jobs while attending community colleges, and while 

that can relieve some temporary economic distress, employment often gets in the way of students 

transferring to 4-year institutions (McGlynn, 2004). 

Since most community colleges do not have residence halls, many students live at home 

due to convenience and cost. Hispanic community college students are often expected to help 

support their families and therefore are more likely to work full- or part-time compared to their 

Hispanic peers at 4-year institutions (Swail, Cabrera & Lee, 2004). Additionally, many 

Hispanic students enroll part-time to ensure their participation in providing family 

contributions; this often causes at-risk situations for them in terms of education success as they 

are not fully engaged in their campus communities. Furthermore, many Hispanic parents desire 

to keep their older children at home, especially their daughters, while they attend college 

(McGlynn, 2004).  

 The debate continues as to whether community colleges are the most effective pathways 

for Hispanic students to eventually complete their bachelor’s degrees. The impact of community 

colleges on college completion rates of Hispanic students has been a topic of debate for several 

decades (Olivas, 1986); the research in this area is limited and results are mixed. Several studies 

claim that bachelor’s degree completion rates are lower when Hispanic students begin their 

educational careers at community colleges (Ganderton, Santos, & Seitz, 2002; Swail, Cabrera, & 

Lee, 2004). Other studies indicate that Hispanic community college students are not negatively 

affected in average years of attendance in bachelor’s degree attainment because of their college 

choices (Gonzalez & Hilmer, 2005). In a degree attainment analysis, Gonzalez and Hilmer found 
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no difference in attainment for the students who started at community colleges and those who 

started at the university level.  

Other factors that impair Hispanic students’ academic progress are their attitudes toward 

education. In predominantly Hispanic locales, especially in low-income urban and rural areas, 

there is evidence that perceptions of education are negative (Hurd, 2004). This is particularly true 

of Hispanic males, where studies imply that their attitudes towards staying in school, social 

behaviors and future career plans are heavily influenced by peers. In an ethnographic study of 

Hispanic students in an English language development high school class, Hurd found that 

students’ dissatisfaction with schooling often came with strong influential factors, such as  

achieving students receiving negative behavior from under-achieving peers in the classroom. 

Hurd discovered that discouragement and confidence issues were particularly problematic. 

Similarly, Steinberg (1996) surveyed more than 20,000 adolescents and found that the majority 

of Latino students were “made fun of” for doing well in school and accused of “acting White.” 

But another study found that Latino high school students who attended college preparatory 

classes, but had little social capital, were supportive of one another and were able to build social 

networks (Stanton-Salazar, 1997).  

 According to the College Board’s SAT Student Descriptive Questionnaire (2004), 

students (including Hispanic students) report that they are most influenced by peers regarding 

decisions and behaviors. The strength of networks among young people is prevalent as they 

encourage and shape each others’ decisions. Gandara’s (2006) research indicated that only 3 to 

6% of Latino males reported that it is “very important” to earn good grades, and one-fourth of 

the research group reported that their friends “did not care about school at all.”  Hispanic 

students included in Gandara’s study also reported that when peer groups were changed to 
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groups who encouraged high academic goals and extra-curricular activities, significant changes 

in college admissions and attendance ensued. 

 Many families who are part of minority low-income groups have lower education 

attainment than families from other backgrounds. These factors, among others, impact college 

readiness and attainment. Families with higher incomes generally have better access to quality 

primary and secondary schools and also benefit from other important determinants that and 

ultimately affect students’ college readiness (Bowen, 2003). Although much has been written 

about the determining factors that affect minority graduation rates, studies indicate that schools 

located in largely Hispanic neighborhoods have continually been under-funded compared to 

other districts, with dramatic differences in the physical plants, curricula, and training of 

personnel (Fry, 2002). 

 In their study related to minority student educational aspirations, Kao and Tienda (1995) 

found that a disparity exists between students’ future dreams and ambitions and their probable 

realities. Kao and Tienda discovered that although Hispanic students desired college educations, 

there was considerable evidence that many times students did not possess the necessary tools to 

navigate the educational system. Added to the complex issue of individual aspirations that do not 

translate to higher education completion rates, even Hispanic students who are high academic 

performers tend not to apply to selective universities, unlike their White counterparts. While 

58% of Asian students and 35% of White students from highly qualified groups attend selective 

universities, only 23% of Hispanic students choose to attend those institutions (Fry, 2004). One 

reason Hispanic students choose to “shoot low” in their college preferences is that less selective 

institutions, including community colleges, are generally lower in cost. Many students and their 

families do not have information about financing college and have fewer navigation skills for the 



26 

admissions, financial aid and transfer processes (University of California Latino Eligibility 

Study, 1997). 

  Once enrolled in college, several factors influence Hispanic student retention (O’Connor, 

2009). In order to be successful, Hispanic students must rely on Hispanic contacts, or have an 

engaging college environment to support them. Yet these networks can have both negative and 

positive effects. If the ethnic network has limited or faulty information about the college-going 

experience, it may inhibit students’ performance and success in the college environment, and 

conversely, these networks can provide support and information that often reduce the risk of 

dropouts. O’Connor’s research indicated that these issues are particularly true for Hispanic 

students who are from low socio-economic backgrounds, are first-generation college students, or 

have significantly low college readiness scores (based on low GPAs) and do not have adequate 

navigation skills for college. 

 It is important to note that although Hispanic families place high value on education (as 

indicated by the high growth of Hispanic community college enrollments in the last several 

years), several factors can affect students’ success, including poverty, discrimination, poor 

schools, immigrant status, language barriers, part-time enrollment, work schedules, and first-

generation college student status (McGlynn 2004). McGlynn highlighted that other factors that 

can impede student success point to Hispanic family values, such as parents’ desires to keep their 

adult children at home (especially daughters) while they attend college; expectations that 

children will contribute to family earnings (particularly oldest sons); daughters assuming large 

roles in the home, including providing child care for siblings; expectations that daughters will 

marry young and have children; and an aversion to assuming debt. 
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Institutional Influences on Hispanic Student Success 

 Since transfer rates for Hispanic community college students are low (THECB, 2009), the 

assistance of mentors is extremely important. In Latino communities, mentors or adult role 

models may not provide academic assistance, but rather they play significant roles in student 

persistence through spiritual and emotional support. Many Latino students report they never had 

personal experiences with college recruiters, but were participants of college access programs 

that exist on many American high school campuses. The on-campus mentors provided a shift in 

the cultural paradigm to produce peer motivation for college preparation and admission 

processes (Gandara & Contreras, 2009).  

 

Mentoring and Engagement 

Some colleges that serve larger Hispanic populations and employ Hispanic employees 

show greater outreach and successful student outcomes, whereas campuses with smaller 

proportions of Hispanic students and employees have lower transfer and completion rates 

(Rosenbaum, Deil-Amen & Person, 2006). College recruiters and counselors play significant 

roles in Hispanic students’ college navigation experiences, especially in outreach programs to 

Hispanic families. Even though Hispanic students report that high school counselors and teachers 

encouraged college attendance, their roles in assisting students with navigating the college 

admission process was reported as minimal. According to Tornatzky, Cutler, and Lee (2002), if 

Hispanic parents have little or no experience in postsecondary education, the tendency is to view 

college as a possible hostile environment. The strong sense of belonging and engagement 

Hispanic students develop during their college experiences is dependent on the outreach, 

mentoring and relationship-building between faculty, staff and students. 
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Pascarella (2006) provided empirical support for the promotion of institutional policies 

for ethnic/racial diversity programs in higher education. This vast research on the impact of this 

type of programming on undergraduate populations provides evidence to support diversity 

education for all students, which often leads to higher levels of acceptance, engagement and 

completion rates. Studies of the student experience in the last 20 years reveal that college 

policies are often developed based on the belief system of the “traditional student”, when in fact, 

increasing numbers of students do not fit the “traditional student” parameters of ages 18 to 22, 

White, middle or upper-middle class students who live on campus at 4-year universities and do 

not work (Pascarella & Terenzini, 2005).  

If engagement between students and institutions’ staff members is critical to the success 

of transfer and completion rates for Hispanic students, it is important to examine several models 

of engagement. In the Student/Institution Engagement Model (Nora, 2003), emphasis is placed 

on the unique characteristics of the interactions between students and their institutions. Several 

elements of these connections can affect engagement, transfer, persistence and completion of 

degrees. Along with the relationships built between students, faculty and staff, significant 

external factors lay the foundation for students’ abilities to engage in college, such as family, 

collective schools experiences, academic preparation, financial needs, and psychosocial factors. 

“Environmental pulls” such as family and work responsibilities, college locales, and how far 

students commute to campus affect individuals’ transitions and adjustments to higher education 

institutions (Arbona & Nora, 2007). 

 Confidence levels are often increased through the influence of mentors in the higher 

education system. De La Cruz (2008) studied 10 individuals considered successful in their 

college preparation programs, either through the assistance of family members, advisors, or peer 
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mentors. The students were from English language deficient homes and had to learn English 

either in primary or secondary schools. The students reported a lack of college preparation in 

their public school experiences, but credited the engagement and use of mentoring as keys to 

their success. Furthermore, even though language deficiencies are an issue in confidence, 

engagement, and success factors, Gandara (2009) insisted that language deficiencies are not the 

focus of the problem and are sometimes over-emphasized. 

 The attitudes of college administrators, staff and faculty toward Hispanic student success 

and achievement are essential. In a study that examined Hispanic community college students in 

California, Arizona and Texas, Rendon and Valadez (1993) examined what is done to foster 

Hispanic student success, how it is done and who is involved in doing it. The analysis revealed 

that counselors often tracked Hispanic students into vocational programs and steered them away 

from academically challenging programs that prepare them for transfer to 4-year universities.  

 Relationships—including mentoring relationships—are critical to Hispanic students’ 

decisions to attend college and in their preparation processes. Race or ethnic-based programs that 

include families are vital to Hispanic students’ personal and academic progress and development 

(Hurtado, 1997). Hispanic faculty engagement with Hispanic students is considered a crucial 

component for successful retention programs, yet there is a dearth of Hispanic faculty members 

on many community college campuses. Hagedorn, Chi, Cepeda and McClain (2006) found that 

although it is very important for Hispanic community college students to have strong academic 

backgrounds for successful transfer to 4-year universities, the presence and guidance of Hispanic 

faculty is as important for the students’ success. Their research indicated that as Hispanic faculty 

percentages increased, so did the retention and transfer rates for Hispanic students. 
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 It is important for community colleges to model bicultural approaches in order to 

strengthen the bond of students and their families to the institutions (McGlynn, 2004). Hispanic 

persistence rates improve significantly with this type of approach. Fry (2002) suggested that 

along with bicultural approaches and solid academic preparation, Hispanic students have greater 

chances of articulation to 4-year universities when there are strong partnerships between 

community colleges and 4-year institutions.  

Adelman’s (2005) study of Hispanic high school and college students revealed that the 

cultural characteristics of Hispanics, along with relatively limited high school preparation 

programs, were high indicators of lower college transfer and completion rates. With the 

strengthening of community colleges’ transfer missions and the move beyond recruitment and 

participation rates to the development of preparation programs and mentorships used for guiding 

Hispanic students to 4-year institutions, success rates are significantly increased (McGlynn, 

2004). Effective information and mentor-based outreach programs in local high schools 

strengthens college preparation for Hispanic students, but also positively affects college transfer 

rates and completions (McGlynn).  

Multiple factors influence community college students’ transfers to 4-year institutions,  

including importance of the family, economic considerations, knowledge of the system, cultural 

understanding, and  relationships between feeder schools and senior institutions (Brown, 

Santiago, & Lopez, 2003). Scholars continue to address these key areas with suggestions for 

institutional best practices, including innovative community projects and strong family-school 

partnerships that foster trust, academic and personal support (McGlynn, 2004). Additional 

suggestions include encouragement, guidance and counseling throughout the academic process, 
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ethnic and cultural service centers, high levels of college engagement activities, and favorable 

relationships with faculty members and academic counselors/advisors (Rendon & Nora, 1988).  

 Ornelas (2002) developed the theoretical model, Community College Transfer 

Conditions, primarily using Hispanic populations. Through evaluation of transfer models, 

Ornelas sought to focus on transfer culture rather than traditional transfer retention theories. 

There are compelling reasons to examine the diverse population of community colleges and their 

unique missions, which include open admission, transfer functions, terminal associate degrees, 

and available certificate and lifelong learning programs (Kirst & Venezia, 2004). Most 2-year 

institutions apply retention and transfer models based on traditional 4-year university 

experiences, but such models do not necessarily mesh well with community college cultures and 

issues, especially regarding Hispanic populations.  

 The Ornelas (2002) model includes seven conditions necessary for successful community 

college transfer experiences:  

• Personnel at the college must be committed and must prioritize the transfer function  

• Institutions should provide programs with high expectations and accept responsibility 
for student transfer 

• There should be an emphasis and availability of transfer curriculum and articulation 
with 4-year universities 

• Student progress to transfer must be continually monitored 

• Institutions should provide learning community programs so students can experience 
the transfer process in cohorts 

• Institutions should establish bridge and summer partnership programs with 
universities 

• Institutions must build on the assets and strengths of students, their families and 
communities 
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Jalomo (2001) expanded Ornelas’ (2002) theoretical model; in addition to a call for 

bridge programs for Hispanic community college students, Jaloma recommended first-year 

seminars, exceptional and sustained mentoring programs, and expanded orientation programs. 

The goal is to provide seamless movement for the transfer process from 2-year to 4-year 

institutions, and to help both types of institutions realize successful outcomes – namely, 

increased graduation and completion rates for Hispanic community college students. 

 

Hispanic Locale 

In studies of college enrollment patterns, White and African American low-income 

students have consistent rates of enrollments, yet the rates for Latino students are much lower 

(Kurleander, 2006). The difference indicates that in Latino communities, even students who 

come from higher income levels continue to choose 2-year institutions over 4-year colleges, and 

highlights Latinos’ lower matriculation rates to senior institutions compared to other groups. 

Swail, Cabrera, and Lee’s (2004) research revealed that Hispanic students are less likely than 

other students to attend college right after high school, and they often do not continuously enroll 

in postsecondary education. Swail, et al.’s research also indicated that Hispanic students’ choices 

are subject to college preferences, financial and geographical restraints, and their belief systems 

regarding the actual benefits of attending specific institutions. 

An individual’s choice to invest in education is based on tastes, abilities and resources. 

While people consider opportunities and choices in their educational pursuits and careers, they 

typically make rational decisions based on their interests, abilities and where they fit into the 

world (Kurleander, 2006). For Hispanic students, the rational choice oftentimes is to attend 

community colleges because of locale, financial issues, and social resources. According to 
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several scholars (Yang, Byers, Salazar & Salas, 2009), students’ decisions to attend community 

colleges with the intent of transferring to 4-year institutions are based on existing educational 

systems that match their family backgrounds. 

 Navigating the complex world of higher education is daunting to most students and their 

families, but for many Hispanic families, the task is even greater. The family unit is central and 

highly valued in Hispanic culture, so while it is a myth that education is not held as a high 

priority in the Hispanic community, familial information gaps present challenges (Brown, 

Santiago, & Lopez, 2003). Many families do not consider college as an option for their children 

because of their inability to comprehend the financial implications and admissions processes. 

Gandara and Contreras (2009) found that a paradox of high aspirations and low effort exists in 

the Latino school community. Hispanic students’ college aspirations are higher than their actual 

college-going rates, and they maintain lower grades in secondary school than most other students 

who plan to pursue higher education.  

 Schneider and Stevenson (1999) explained that Latino students and low-income students 

often consider “going to college” as the process of enrolling part-time at local community 

colleges with no particular knowledge or plan for navigating the entire higher education system. 

Also, Gandara and Contreras (2009) found that in rural and urban low-socioeconomic groups of 

Latino students, the higher aspirations they had for their futures, the lower their grades. For these 

students, community colleges have served as a default system for their colleges of choice 

because of preparation issues, locale, and access. Furthermore, full-time attendance is a 

contributor to success for the Hispanic college student (Fry, 2002). Family responsibilities and 

full-time employment often take students away from full social and academic integration in their 
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college cultures. This often directs students’ decisions to drop out of college, or assume part-time 

enrollment statuses.  

 Arbona and Nora (2007) studied the influence of academic and environmental factors on 

Hispanic students’ college degree selection/attainment and their college-going experiences. They 

reported significant discrepancies in initial enrollments and final graduation rates. Numerous 

studies on Hispanic proximity cost of attendance have demonstrated impacts on graduation rates, 

but other precollege factors have been largely ignored (Nora, Cabrera, Hagedon & Pascarella, 

1996).  

One of the strengths of Texas community colleges for Hispanic students is locale and 

access. Many community colleges welcome students with low levels of college readiness and 

offer English as a second language curricula. While these are recognized strengths, it is 

important to note that for many Hispanic students; 2-year enrollment can inhibit their completion 

and transfer rates to 4-year institutions. Hispanic community college students’ degree 

completions are considered lagging behind other ethnic groups because of family commitments, 

college readiness, and financial and navigational issues (Fry, 2002). Without the profound 

awareness and support systems of the college of choice for Hispanic students, the dropout and 

transfer rates will continue to be problematic. It will “take a village” to instill the idea of 

attending college to pursue degree completion and influence related attitudes. The “village” of 

family, community and colleges will be necessary in order to motivate change and 

transformation. 
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Academic Achievement and Readiness 

The U.S. Department of Labor estimates that 21st century skilled workforce jobs will 

require some type of post-secondary education (Department of Labor, 2009). If Texas is to be 

competitive in a global workforce, the first year of college should be experienced without the 

need for remediation or developmental education. Business and industry partners, along with 

Texas educators, have long been concerned about the readiness factor of students who are facing 

the challenges of college curricula or the demands of an increasingly knowledge-based and 

technically trained workforce. Achieving expected levels, especially in the areas of mathematics 

and science, social sciences, and language arts is critical to the success of all students in their 

post-secondary experiences; Hispanic students are facing additional challenges of college 

readiness as indicated by public school accountability tests, such as the Texas Assessment of 

Knowledge and Skills (TAKS) and the state’s college readiness indicator assessment (Texas 

Higher Education Assessment [THEA]). These assessments have an impact on Texas Hispanic 

students’ Texas Success Indicators (TSI) levels, which oftentimes hinder the progress of 

educational attainment when readiness in areas of math and reading is not achieved (THECB, 

2009). 

 Greater numbers of Hispanics are entering the PK-12 system in the U.S., but these 

students tend to lag behind their peers in high school completions, with 52% earning diplomas. 

This is comparable to 72% of Black students and 84% of White students (Gandara, 2006). 

Gandara also pointed to data that reflect that the curricula choices of Hispanic students often are 

less rigorous than the curricula choices of their peers. Also, Hispanic students are less likely to 

choose mathematics and science classes, which are the foundation for success and completion 

rates in higher education. Many Hispanic students are first-generation college students and have 
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poor English skills (Schmidt, 2003). They often lack the background and confidence to attempt 

the college readiness programs in public schools. These situations, among other indicators, 

impact Hispanic students’ completion rates in community colleges and transfer rates to 4-year 

universities. 

Public education has long been touted as the pathway out of poverty and the way to 

combat societal inequities; myriad factors have affected the educational outcomes of minority 

and interrelated low socioeconomic status issues (McGlynn, 2004). The Education Watch State 

Report (Education Trust, 2009) identified Hispanics as having the lowest 4-year higher 

education transfer and completion rates of any other reported group: public schools across the 

nation, including Texas, reported lower test scores, increased absences, higher rates of school 

failures, and the likelihood of not graduating on time. This, in turn, has dramatically affected 

the continued gap of college attendance, transfer and graduation rates for Hispanic Texans 

(THECB, 2009). 

 The book The Latino Education Crisis: The Consequences of Failed Social Policies 

(Gandara & Contreras, 2009) paints a dismal picture for Latinos, including high dropout rates, 

young Latino children living in poverty, and little or no health insurance for many families. The 

picture in Texas is not much better: Texas is one of three states with the highest segregation rates 

of Latino students, over 40% of Latino mothers have not completed high school, and half of all 

Latino babies are born to single mothers, which indicates the fastest growth for any group in 

Texas (THECB, 2009).  

 Socialization studies reveal that as early as second or third grade, minority students 

believe that they cannot learn as effectively as other students (Gandara, 2009). As 

discouragement and self-doubt grow, so does the interference with learning. Many Hispanic 
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students are entering school without full command of the English language and immediately 

experience frustration. Perceptions and realities of rejection are often considered factors in the 

high dropout rates and low college readiness outcomes (De La Cruz, 2008). The major challenge 

for Hispanic families continues to be the lack of sufficient resources for assisting their children 

with college navigation tools, including college admissions processes and the identification of 

majors and courses. Often, these same students lag behind in college admission testing, with high 

rates of enrollment in developmental English and mathematics courses (THECB, 2009). 

In his book Savage Inequalities: Children in America’s Schools, Kozol (1991) 

highlighted numerous cases of inequities in public schools across the country. He found that 

more than 80% of Black and Hispanic fourth grade students were enrolled in schools in central 

cities where more than half the students participated in free or reduced lunch programs. Most 

low-income children who attend schools in their local communities have grave economic and 

societal challenges.  

According to Sullivan (2007), research revealed that children who live in low-

socioeconomic homes are more than twice as likely to come from single-parent homes where 

support for education is considered important, but is not a high priority, given the situation of 

daily pressures of survival. Equally important is that for Latino students, if low expectations for 

higher education are maintained by families and communities, the chance of college enrollment 

is drastically reduced. Demographic characteristics, academic skills, and attitudes are 

influential in academic achievement, persistence and completion rates in the Hispanic 

community (Adelman, 1999). Adelman stated that the quality and rigor of secondary school 

curricula and college readiness programs are the strongest predictors for baccalaureate 

completions.  
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 In addressing the achievement dilemma described in the 2009 report, Between Two 

Worlds: How Young Latinos Come of Age in America (Pew Hispanic Center), researchers 

revealed the compelling reasons of college readiness deficits in Hispanic student populations. 

Hispanic kindergartners continually place in the lowest quartile of performance. Latino mothers 

have less education than any other mothers from researched groups, which lessens the early 

reading and interactive factors that affect learning development. They are more likely to drop out 

at earlier ages than other ethnic groups; and although the report explored the positive attitude 

towards education by Hispanics, they are more likely to join gangs and experience teen 

pregnancy. It is troubling to note that in national and Texas “at-risk” or Title I schools, studies 

reveal that low-income Hispanic students continue a “disengagement from school” throughout 

their elementary years that extends to secondary levels (Gandara & Contreras, 2009).  

 High GPAs and high-level high school coursework are predictors of Hispanic college 

admissions and completion rates, but there continue to be disparities in grades by ethnicity, 

according to College Board data (Gandara & Contreras, 2009). Latinos consistently score lower 

on SAT tests, but research indicates that is possibly due to the quality of educational experiences, 

motivation, and the dramatically lower levels of education of their parents compared to other 

groups (Perna, 2007). According to Duran (1983), there are four factors that may influence 

Hispanic students’ SAT scores, including guessing, test anxiety, test limitation, and a lack of 

familiarity with the vocabulary in the examinations. Hispanic students who are able to speak two 

or more languages realize positive effects on GPA levels, and there are indications that higher 

GPAs are better predictors of college performance than test scores (Geiser & Santelices, 2006).   

 Data compiled by the College Board (2004) revealed that in the last 20 years, the 

relationship between SAT scores and socioeconomic status have significantly widened. It is 
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important for educators to understand the gap in college-bound Hispanic student preparedness. 

Only 22% of Hispanics reached a “proficient level” in all college entrance tests, compared to 

42% of White students (College Entrance Examination Board, 2004). According to studies of 

gaps in test scores and college readiness by race/ethnicity, differences in parental education and 

socioeconomic status account for at least one-third of the differences (Phillips, 2003). 

 As a result of the substantial increase in the Hispanic population in the U.S. and in the 

state of Texas, Hispanics now represents the second largest group in schools, with White 

students as the largest. The Education Watch State Report (Education Trust, 2009) identified 

Hispanics as having the lowest 4-year higher education graduation rates (61%) of any other 

reported group. High schools across the nation, including Texas, reported lower test scores, more 

absences, higher rates of school failures, and the likelihood of not graduating on time for 

Hispanic students. 

 Historically, Hispanic communities have been segregated into challenged school districts, 

often in urban areas where there are fewer resources and ill-equipped facilities (Garcia, 2001). 

Role models and peer groups also contribute to the outcomes of educational goals in 

communities. Those students who have been supported by positive models and individuals who 

do well academically and have goals of advanced education are less likely to drop out of school 

and have higher goals of completing college (Kurlaender, 2006). 

 While high school dropout rates continue to rise for Hispanic populations, additional 

issues include negative support for educational attainment from Hispanic students’ peer groups 

(Garcia, 2001). Research indicates that Hispanic students are often tracked into less rigorous 

classes and curricula, which is coupled with other challenges in Hispanic communities, such as 

low rates of parental educational attainment and family expectations. Person and Rosenbaum 
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(2006) revealed that based on regression analyses “to test the influence of encouragement from 

teachers, staff and other students,” Latino students have the lowest levels of college information 

(p. 57). 

 In a study of a 4,000 college freshmen, Massey, Charles, Lundy, and Fischer (2003) 

found substantial evidence that Latino students were vulnerable to stereotype threat. Latino 

students were considered a greater risk for first-term failure and experienced lower grades 

compared to other minority students. Also, higher family income was identified as a positive 

factor in Hispanic college readiness studies, where opportunity and expectation levels rose with 

income, thus impacting the students’ success rates (Gandara & Contreras, 2009). 

 Issues relating to Hispanic dropout rates, retention, persistence, and graduation rates are 

complex, and one factor that is particularly difficult to measure is cultural confidence. Like many 

other misunderstood immigrant people throughout American history, Hispanics are often judged 

on White cultural values and characteristics. Their parents’ over-representation in lower paying 

jobs, language deficiencies, and cultural differences often give the impression to educators that 

Hispanic students should be placed in less rigorous curricula tracks throughout their PK-12 

experiences (Gandara & Contreras, 2009). Many are not provided the opportunities to enroll in 

advanced mathematics and science classes, including Advanced Placement (AP) or International 

Baccalaureate (IB) courses needed for recommended and distinguished achievement diploma 

plans in Texas high schools. The 2007 Texas Hispanic high school graduating class held a 17.9% 

rate in the advanced/dual-credit group, while 27.2% of White students and 43.8% of Asian 

students were completers in this category (Texas Education Agency, 2008). 

 In the state of Texas, low college readiness issues are a high priority for school districts, 

higher education institutions, businesses, industries, and the legislature. Texas community 



41 

colleges are answering the call in college readiness programs across the state, and have been 

involved in outreach programs to Hispanic students and their families (THECB, 2009). Also, 

Texas community colleges provide foundational skills to enrich the opportunities for college 

participation and completion programs. It has been a challenge to improve the accountability of 

community colleges given the situation of “open admissions” policies, but measures have been 

taken to improve the retention rates of Hispanic students.  

 

Texas Initiatives 

Texas Success Initiative (TSI) 

 The Texas Higher Education Coordinating Board (THECB) mandated the development 

of an instrument to assess college readiness measures for college admissions. In1989, the first 

assessment, known as the Texas Academic Skills Program (TASP), focused on reading, 

mathematics, and writing skills. In July 2003, the THECB took emergency action to repeal the 

existing TASP and replaced it with the Texas Higher Education Assessment (THEA). Though 

the content of the THEA is similar to the TASP, the adopted new rules allowed local institutions 

the opportunities to implement the Texas Success Initiative (TSI) in order to evaluate the level of 

readiness and provide additional diagnostic measures and information (THECB, 2009).  

 The TSI has been expanded and developed to evaluate the readiness of students for 

college-level coursework, and includes assessment, advisement and developmental education. 

The new rules give Texas colleges and universities flexibility in making decisions regarding 

developmental education requirements. Previously, the assessment was designed as “one-size fits 

all” approach, and it is now broader in scope. The focus has shifted from only a testing program 

to an institutional approach for student success. An Individual Plan for Academic Success is 
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created for each student who does not meet the minimum passing standard on all three sections 

of an approved assessment. The approved assessments include THEA, ASSET, COMPASS and 

ACCUPLACER. Exemptions from the TASP include minimum acceptable test scores on the 

ACT, SAT, or Texas Assessment of Knowledge and Skills (TAKS) exit exam; military 

experience; or previous college attendance. 

 The 2007-2008 State Performance Report (2008) revealed that the average TAKS passing 

rate in reading was 91% for all students and 87% for Hispanic students; the average TAKS 

passing rate in mathematics was 80% for all students and 75% for Hispanic students. The 

combined test scores in reading, mathematics and writing revealed a 72% pass rate for all 

students, while Hispanic students realized a 65% pass rate. Since high exit-level TAKS tests are 

used as one of the exemptions for the THEA and provide college readiness indicators, these 

scores indicate that Hispanic students are not at the same college readiness level as the state 

average (Texas Education Agency, 2008). 

 

Closing the Gaps Initiative 

It is critical to understand the mandates for Hispanic participation and completion goals 

handed to community colleges in Texas by the THECB through the Closing the Gaps 2015 

initiative. The initiative was approved in 2000 with strong support from the state’s educational, 

business and political communities. The four goals of the plan are student participation, student 

success, excellence, and research (THECB, 2000). The data collected are collaboratively shared 

by the THECB, the Texas Education Agency and the State Board for Educator Certification.  

 Texas leaders and educators are calling for revolutionary change related to educational 

outcomes, yet there are lingering social, economic and academic barriers to the realization of 
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successful transfer and completion rates. In the state legislature’s 81st session (2009), there was 

considerable legislation regarding support of the goals of Closing the Gaps 2015 (THECB, 

2009). Additionally, Texas legislators passed HB4586 in 2009, which requires (and provides 

guidelines for) community colleges to report on goals to increase the number, success and 

persistence of community college transfer students as measured by the THECB. Along with 

state initiatives in addressing Hispanic college completion rates, the accreditation agency that 

governs all Texas higher education institutions, the Southern Association of Colleges and 

Schools (SACS), developed a major improvement goal in 2004 to increase the academic 

performance and achievement of Hispanic students (Marsico & Getch, 2009). There have been 

numerous strides for improvement in light of the 2004 goal, but there continue to be significant 

gaps in Hispanic student achievement, transfer rates and completion goals, as also highlighted 

in THECB’s 2009 Closing the Gaps Progress Report. 

 The 2009 Closing the Gaps Progress Report target trend line highlights that in Hispanic 

participation between July 2008 and July 2009, there continued to be a “well below target” 

measure, which typically was 10% or more below target. In the measuring of Hispanic 

bachelor’s, associate’s and certificate degrees, the trend was listed as “somewhat below target”, 

or 2 to 9% below the indicated goals. The Hispanic population in Texas is projected to grow by 

47% from 2000 to 2010, which means that the Hispanic participation rate in higher education 

must increase by 37.3% in order to reach the targeted goals specified in Closing the Gaps 

(THECB, 2009). 

 The 2009 Closing the Gaps Progress Report (THECB) also highly emphasized the need 

for other areas of Closing the Gaps to meet the 2015 target date, which is the culmination of the 

plan. Of particular concern are the rates of improvement in Hispanic participation; the awarding 
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of degrees in nursing as well as science, technology, engineering, and mathematics (STEM) 

fields, teacher education certificates, and the acquisition of federal research funding.  

 Texas legislators and educators have realized that closing the gaps of poverty and 

educational attainment with successful outcomes will involve additional programs and 

initiatives. Bold and innovative steps must be planned and implemented by state legislators and 

educators to attain the goals of Hispanic student participation and transfer and completion rates 

in order to move forward in a global economy.  

 One of the most successful movements throughout the country and the state has been the 

P-16 partnership initiatives. Modeled on the concept that college readiness begins in pre-school 

and in secondary schools, community colleges and universities have developed and built college 

and career pathways through new partnerships with business and industry across the state of 

Texas (THECB, 2010). It is imperative for stakeholders to continue the development of P-16 

programs in order to be realistic about articulating a clear pathway dedicated to the goal of 

preparing the next generations of Texans for college and workforce training. With the added 

demand of educating immigrant and non-English speaking Hispanic students, finding champions 

to impact high school dropout rates and college enrollments is urgent. Throughout the state, P-16 

Councils have been formed to be champions for all Texas students, but with a clear focus on 

Hispanic student needs and success rates. According to a speech delivered to the Texas Higher 

Education Coordinating board members (2009), Gandara emphasized that “Texas must raise the 

Hispanic educational outcomes, or economic competitiveness and quality of life will decline in 

the state.”   

 In order to discover strategies and solutions to the problem of Hispanic students’ lack of 

transfer and completion rates, it is important to find models in the state that have proven to be 
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effective and successful in college readiness programs. The University of Texas at El Paso 

(UTEP) implemented a “First Year Experience” class that has resulted in Hispanic student 

persistence and pass rates 10 to 30% higher than rates for other enrolled students. The UTEP 

system also credits its relationship with P-16 schools and El Paso Community College as a 

contributor to this success. The institution has built strong partnerships with secondary schools 

through programming and outreach, which has had positive effects on the El Paso school 

district’s pathway program, on TAKS scores, and on students’ acquisition of college information 

and navigation skills (THECB, 2009). 

 During the Texas Legislature’s 81st session in 2009, several bills were passed to 

concentrate on college readiness and the development of P-16 regional councils throughout the 

state. House Bill 3, in part, requires end-of-course exams and new definitions and measurement 

of college readiness, dual credit programs, and the creation of grant programs for the 

development of mathematics and science courses for high demand occupations. It has become a 

political and economic issue in the state of Texas to prepare all students for higher educational 

and workforce training opportunities, and high importance is placed on Hispanic involvement in 

P-16 initiatives, college readiness programs, and general outreach to Hispanic students and their 

families. Through the efforts of legislators and educators throughout the state, several grants 

have been funded and launched to meet the goals. 

 

College Connections Programs 

 The state provides grants for all Texas students’ college preparation, but specifically 

targets Hispanic students. The THECB awards grants through the College Connections program, 

including the College Connections Community Partnership grant and the 2+2+2 College 
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Connections Program, as part of its efforts to prepare Texas secondary school students for 

college. In addition to the services provided at high schools and the exposure students gain to the 

community colleges in their areas, students who participate in the College Connections programs 

are guaranteed admission to the partnering community colleges.  

 Ten community colleges in Texas received funding through a College Connections 

statewide effort to improve access to higher education and develop programs modeled on the 

College Connections initiative at Austin Community College (ACC) (THECB, 2007). In 

addition, planning grants of $5000 each were awarded to five community colleges to prepare for 

future implementation of College Connections programs.  

 At ACC, Hispanic parents in particular have benefited from college information nights 

and bilingual advisors funded by the College Connections grants. Programs are offered at off-

campus sites in partnership with Hispanic-serving churches, civic centers, and workforce centers 

and many programs include Spanish-speaking presenters who offer and explain college 

admissions and financial aid information. The program coordinators report that confidence levels 

have increased as they build relationships with ACC staff and plan for their children’s futures 

with regard to higher education (THECB, 2009). 

 Gandara (2009) expressed the idea of “mismatch hypothesis” in a speech given to 

THECB board members and college administrators. Her research revealed that “the higher 

expectations and rigor of the institution, the higher completion rates occur for Hispanic 

students.”   Her message to Texas community college leaders in that speech is that we need to 

increase outreach, mentorship and expectations for Hispanic students. To meet the demand of the 

rapid growth of Texas community college enrollments, especially Hispanic student enrollments, 

we must address the critical shortages of counselors in high schools and community colleges. 
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With a state counselor-to-student ratio of 1-to-483, many counselors face challenges of limited 

contact with students, and lack the training and cultural awareness to provide the necessary 

assistance for Hispanic student success. Gandara expressed concern over the “pipeline leakage” 

of public school to college pathways for Hispanic students, and the serious concern that only 

30% of Hispanic community college students transfer to universities. She urged state legislators 

and education leaders to provide continued funding for and to support work related to 

developmental education, expanded summer pre-college bridge programs, and the identification 

of models of best practices for Hispanic student success.  

 As demonstrated in this chapter, the literature clearly illustrates problems related to 

Hispanic student educational attainment, including the low rates of Hispanic community college 

students who transfer to 4-year universities. However, the greater problem is not always 

indicated in the data or research—the greater problem is the broken dreams and promises of a 

better life for many Texans which results from an education system that does not meet their 

needs. 

 

Conclusions 

 There is a continual gap in Hispanic student attainment at every level of education in 

Texas, which is of grave concerns for stakeholders in the state. Strides have been realized 

through initiatives and reform programs, but as Gandara (2009) stated, “improving the culture of 

schools is slow, hard work, especially if the actors are constantly changing, the resources are 

inadequate, as is chronically the case in poor schools…poverty (in Hispanic populations) is not 

abating; rather the gap between the wealthy and poor is widening” (p. 306).  
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 There are many internal and external factors that help explain the gap in Hispanic 

students’ educational attainment in Texas. College readiness, cultural/ethnic locale issues, 

information, and awareness are some of the factors critical for all students’ success. However, in 

order to facilitate outcomes for Hispanic students in particular, regional differences must be 

examined, college readiness programs and enhanced transfer programs must be promoted, and 

the influence of culture and language on educational achievement must be understood (Flores, 

1992).  

 Fry (2002) acknowledged that great strides have been made in making college accessible 

for Hispanic students, but the greater issue is discovering programs that articulate them to 4-year 

universities. He also reported that many Hispanics choose community colleges because of their 

desirable features, including lower tuition, close proximity to family, flexible classes and options 

for workforce skills development. Innovative and creative transfer plans can prove to be the 

answer for the students and will take considerable resources to promote change. It is important to 

note that in many cases, simple navigation procedures and outreach programs for Hispanic 

students have positive impacts on many students’ decisions to remain in college and transfer to 

4-year universities.  

 Community colleges by their very mission and outreach are the institutions of 

opportunity and access. Students from all walks of life have utilized college preparation 

programs, workforce training, and other programs that have closed educational and economic 

gaps because Texas community colleges have been available to them. This is particularly true of 

Hispanic students who do not realize their own capabilities, nor have the navigation skills to 

complete their higher education plans. It is urgent that we help students overcome the barriers 

they face and find solutions. The economic and societal strength of Texas depends on it. 
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 In utilizing the empirical data from the Texas Higher Education Coordinating Board, it is 

the hope that there will be an explanation of the lower transfer rates of Hispanic Texas 

community college students to 4-year universities. In identifying the institutional and student 

characteristics that might influence the transfer rates in the next chapter, the results of this study 

might provide insightful information for Texas leaders and stakeholders. 
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CHAPTER 3  

METHODOLOGY 

 Community colleges have long held reputations as the vehicles of moderating inequalities 

in educational access and attainment for generations of Americans (Fry, 2002). Furthermore, 

community colleges have become the institutions of choice for Hispanic students due to their 

accessibility, affordability and the availability of remedial education and workforce training 

(Saenz, 2002). In response to the fact that 55% of Texas Hispanic higher education students 

attend community colleges, this study examines some of the possible reasons why they do not 

transfer to 4-year institutions at the same rate as other groups of Texas community college 

students (Texas Higher Education Coordinating Board [THECB], 2009). The following research 

questions are addressed: 

1. How well do the variables Hispanic population at Texas community college locales, 

Texas community college Hispanic student TSI Met rates, Texas community college Hispanic 

student Not Met rates, and the number of Hispanic faculty at Texas community college districts 

explain the variance in Texas Hispanic community college student transfer percentage rates to 4-

year universities? 

2. How well does the Hispanic population at the community college locale explain the 

variance in Texas Hispanic community college student transfer rates to 4-year universities? 

3. How well do TSI Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 

4. How well do TSI Not Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 
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5. How well does the number of Hispanic faculty at Texas community college districts 

explain the variance in the transfer rates to 4-year universities for Texas Hispanic community 

college students? 

 

Research Design 

 This research is a non-experimental, quantitative study that utilizes empirical data to 

explain the variance in the transfer rates of Hispanic community college students to 4-year 

universities. The study examines the relationship of the variables of Hispanic population at 

community college locales, Hispanic student college readiness rates (TSI Met/Not Met), the 

number of Hispanic faculty at Texas community colleges to the transfer rates of Hispanic 

community college students to 4-year universities. The study utilized data collected by the Texas 

Higher Education Coordinating Board. 

 

Description of the Population 

 The purposeful population of this quantitative study is the 50 community college districts 

in Texas, several of which have multiple campuses. According to the Texas Community College 

Association (2010), enrollment in community colleges has grown to 735,536 students, which is 

55% of all public higher education institutional enrollments in the state. Hispanic enrollment in 

Texas community colleges rose to 34,988 students in the fall of 2010. Although it was a four% 

increase, the Texas Higher Education Coordinating Board rated this performance “well below 

target” of the of 230,917 Hispanic student enrollment needed to meet Closing the Gaps goals 

(THECB, 2011). Included in the 50 Texas community college districts are 17 colleges that are 

designated Title V Hispanic Serving Institutions (HSIs). In order to qualify for this federal 
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designator, an institution’s enrollment must be at least 25% Hispanic (U.S. Department of 

Education, 2011). There are no issues related to adequate sample size or statistical power as the 

entire Texas Hispanic community college population is the focus of the study. 

 

Variables of Interest 

 One aim of this study is to determine how well four independent variables explain the 

variance in the dependent variable of Texas Hispanic community college students’ transfer rates 

to 4-year universities. The four independent variables and the dependent variable and their 

associated abbreviations are presented in Table 1. 

Table 1  

Independent and Dependent Variables 

Variable Type Specific Variables 

Independent 

• Hispanic population at Texas community college locales (HISPPOP) 
• Texas Hispanic community college student TSI pass rates (HISPMetTSI) 
• Texas Hispanic community college student TSI fail rates (HISPNotMetTSI) 
• Hispanic community college population at Texas community college districts 

(HISPFAC#) 

Dependent Texas Hispanic community college students’ transfer rates to 4-year institutions 
(HISPTRANS%) 

 
   In this study, community college locales serve as a proxy for community. Research 

suggests that community has an important effect on Hispanic college-going rates (Gandara, 

2009). Hispanic students often reside in neighborhoods that are heavily influenced by families, 

friends, and local schools that, together, are considered “weak social capital networks” (Gandara, 

p. 224). Typically, Hispanic students do not have access to individuals who are familiar with 

college navigation and/or they are not encouraged to attend college.  
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Since students interact more frequently with faculty on community college campuses 

than with other individuals, it is important that faculty members understand their roles in 

preparing students for transfer (Ornelas & Solorzano, 2004). Students often turn to their 

professors, rather than their assigned academic advisors for information. As a result, faculty 

members are the frontline of student engagement and often serve as role models who mentor, 

motivate and encourage Hispanic students to excel and eventually transfer (Cejda & Rhodes, 

2004). This is particularly true for Hispanic students from low-income families who have 

multiple responsibilities, such as jobs and family duties, who attend evening classes, and/or who 

are first-generation college students (Ornelas & Solorzano).  

TSI scores are indicators of college readiness. College readiness is critical to all students 

who prepare for higher education, regardless of ethnicity, but Hispanic students face significant 

and unique challenges. The gaps of educational preparation are evident in the data that reflect 

that Hispanic students’ TSI scores lag behind those of other groups (THECB, 2009). Evidence of 

the gap is reflected in statewide data, which will be used in this study’s analyses. 

 

Procedures for Collection of the Data 

The data for this quantitative study will be collected from the THECB, which houses data 

related to the independent variables of Texas Success Initiative (TSI) scores as well as 

demographic data by region, including district locales. The specific data used in this study 

comprise the 2006-2007 Texas high school graduate figures and the 2007-2008 college enrollees 

in Texas (THECB, 2010). The following steps were taken for data collection purposes: 

1. Extraction of the data: The Texas Higher Education Coordinating Board website is 

the data source. Data on the variables of the study was collected, i.e., including Texas Hispanic 
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community college transfer rates to 4-year universities, Texas Hispanic college readiness scores 

(TSI), Hispanic faculty percentages for Texas community colleges and percentages of locale of 

Texas Hispanic populations. Raw percentages, located with assistance of the Texas Higher 

Education Coordinating Board personnel, will be used from the latest THECB data (THECB, 

2010). 

2. All data analyzed in this study is public record information and was requested and 

collected in Microsoft® Excel spreadsheets. Data from the spreadsheets was downloaded into 

SPSS Statistics 17.0 (SPSS Inc., 233 Wacker Drive, Chicago, IL 60606). 

 

Data Analysis Methods 

This quantitative study utilizes multiple regression to generate a linear model to identify 

how well the five independent variables explain the variance in the dependent variable. Multiple 

regression is one of the most widely used statistical techniques in educational research because 

of its versatility and its ability to yield a great deal of information about relationships among two 

or more variables. It is used to determine the relationship between a criterion variable and the 

combination of two or more predictor variables (Gall, Gall & Borg, 2007).  

Multiple Regression 

According to Pedhazur (1997), multiple regression not only maximizes the variance 

accounted for in the criterion by the independent variables, it also reduces the error of the 

regression equation, or the unexplained variance. The algebraic depiction of the general linear 

equation for multiple regression is as follows (Pedhazur, 1997):  

Y = a + b 1 X1 +b2 X2+…bk  Xk  + е 
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The Y equals the observed score on the dependent variable. The a equals the vertical 

intercept point, or the point where the regression line intersects the Y axis. The b values 

represent the unstandardized regression coefficient, and the X equals the score on the observed 

independent variable. The e represents the error or the unaccounted for variance. The k 

represents the number of independent variables under consideration. In this study, k = 4 (Haynes, 

2009). 

SPSS generates an F statistic for the omnibus regression equation that, when compared 

with the F critical value, indicates whether or not the correlation is statistically significant. 

Squaring the R provides the researcher with an effect size value that indicates the magnitude of 

the relationship between the independent variables and the criterion. SPSS also provides b and 

beta (ß) weights that indicate each independent variable’s importance in the linear algebraic 

equation and the creation of the synthetic criterion variable. Additionally, structure coefficients, 

or the Pearson correlation between each independent variable and the synthetic criterion, are 

obtained to reveal the presence of any possible suppressor effects. All analyses will be conducted 

using an alpha value of .05.  

Multiple regression is certainly important in identifying the value of 2 or more 

independent variables and how well they explain the variance in a dependent variable; it does not 

identify which independent variable is the most useful. Commonality analysis can be employed 

to identify how well each of the independent variables explains the variance, both uniquely and 

jointly, in the dependent variable (Pedhazur, 1997). 

 

Commonality Analysis 

 The use of commonality analysis allows researchers to identify proportions of variance in 
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the dependent variable and proportions of variance that are attributed uniquely to various 

combinations of independent variables (Pedhazur, 1997). This procedure utilizes mathematical 

algorithms in order to reduce the variance into individual and combined values for the predictors 

which provides researchers “the most beneficial variables to retain and those which can be 

discarded from further analysis” (Haynes, 2009, p. 53).  

 With four independent variables, the commonality analysis is calculated (24-1) or (16-1), 

with 15 commonality components. Four of these will be unique, six are second-order, four will 

be third-order, and one will be a further-order commonality. The calculations will be performed 

by obtaining R2s for each of the combinations and included in an Excel spreadsheet where 

formulas will be identified in the individual and combined usefulness of all four predictor 

variables (Haynes, 2009). Since independent variables are almost always correlated in non-

experimental research, the “uniqueness and the commonality elements are affected by the 

magnitudes and the signs of the intercorrelations among the variables” (Pedhazur, 1997, p. 205).  

Descriptive Statistics 

Descriptive statistics will be generated to gain a better understanding of each variable’s 

central tendency and dispersion.  Additionally, they describe the main features of the data set 

which provide simple summaries about the sample and measures of the variables of the research. 

The use of descriptive statistics will help understand variability – or individual differences – of 

these particular variables (Gall, Gall & Borg, 2007). 

 

Summary 

 One common problem that occurs in studies that employ multiple regression is that 

researchers often confuse prediction with explanation (Gall, Gall, & Borg, 2007). It is the 
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intention of this research to use multiple regression analysis to explain how well the four 

independent variables explain the variance in the transfer rates of Hispanic community college 

students to 4-year universities. According to Pedhazur (1982), explanation is most likely the 

ultimate goal of scientific inquiry because “it not only satisfies the need to understand 

phenomena, but also because it is key in creating the requisite conditions for the achievement of 

specific objectives” (p. 174).   

 The state of Texas continues to work towards solutions in Closing the Gaps (THECB, 

2010). Although state higher education participation and graduation rates have slightly improved 

in the last several years, the Hispanic enrollment participation targets continue to lag behind the 

participation of other groups. It is hopeful that this research will be useful in identifying the 

factors that lead to low Hispanic transfer rates, and will also provide insight and information for 

practitioners and stakeholders in higher education initiatives and outreach. 
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CHAPTER 4  

RESULTS OF THE ANALYSIS 

 The purpose of this non-experimental, quantitative study was to determine how well 

selected institutional characteristics associated with the 50 Texas community colleges explain the 

variance in Hispanic community college students’ transfer rates to 4-year institutions. An 

additional purpose of the study was to identify which selected institutional characteristics 

explains the most variance in Texas Hispanic community college student transfer rates to 4-year 

institutions. 

This chapter includes a summary of the results of a quantitative study that analyzed some 

of the factors that can explain Texas Hispanic community colleges students’ transfer rates to 4-

year universities. Multiple regression was used to determine how well four independent variables 

(Hispanic population at Texas community college locales, Texas Success Indicator (TSI) met 

rates of Hispanic community college students, Texas Success Indicator (TSI) not met rates of 

Hispanic community college students, the number of Hispanic community college faculty, and 

the combination of all variables) explained the variance in the dependent variable (percentage of 

Hispanic community college transfer rates to 4-year institutions).  Commonality analysis was 

used to identify the most useful independent variable(s).  

 Data collected from the Texas Higher Education Coordinating Board (THECB) 

represented all 50 Texas community colleges and their respective multiple campuses. However, 

the Southwest School for the Deaf, which is located in the Howard County College district, was 

excluded from the study because no data related to the variables explored in this study were 

available. Descriptive statistics were used to organize, summarize, and display the numerical 

data. Spreadsheets created by Microsoft® Office Excel 2007 were downloaded into SPSS 
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Statistics 17.0 (SPSS Inc., 233 S. Wacker Drive, Chicago, IL, 60606) for analysis. Multiple 

regression was used to identify b and beta weights that discover each independent variable’s 

usefulness in the linear equation and creation of the synthetic dependent variable. Additionally, 

structure coefficients, or the Pearson correlation coefficient between each independent variable 

and the synthetic dependent variable, were obtained for two reasons: first, to identify any 

potential suppressor effects in the set of independent variables; and secondly, to provide a clearer 

picture of how well each independent variable could contribute to the creation of the synthetic 

criterion variable. Finally, commonality analysis was conducted to determine the unique and 

combined variance accounted for by each independent variable.  

The following terms/codes were used in the study: 

HISPPOP: Hispanic population of community college locales. 

HISPMetTSI: Hispanic students who met the Texas Success Indicator (TSI) success 

levels in reading, writing, and mathematics. 

HISPNotMetTSI: Hispanic students who did not meet the Texas Success Indicator (TSI) 

success levels in reading, writing, and mathematics. 

HISPFAC#: The number of Hispanic faculty in Texas community college districts. 

HISPTRANS%: The transfer rate of Hispanic community college students to 4-year 

universities. 

The following research questions were addressed in this study: 

1. How well do the variables Hispanic population at Texas community college locales, 

Texas community college Hispanic student TSI Met rates, Texas community college Hispanic 

student Not Met rates, and the number of Hispanic faculty at Texas community college districts 
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explain the variance in Texas Hispanic community college student transfer percentage rates to 4-

year universities? 

2. How well does the Hispanic population at the community college locale explain the 

variance in Texas community college student transfer rates to 4-year universities? 

3. How well do TSI Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 

4. How well do TSI Not Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 

5. How well does the number of Hispanic faculty at Texas community college districts 

explain the variance in the transfer rates to 4-year universities for Texas Hispanic community 

college students? 

 

Data Normality Analysis of HISPTRANS% Data Set 

 Potential normality issues were analyzed to identify relationships between the 

independent variables and the dependent variable. The distributions were visually inspected for 

normality. Skewness and kurtosis were discovered on the following variables: HISPFAC#, 

HISPMetTSI, and HISPNotMetTSI.  As such, data transformation on the variables was 

undertaken via logarithm. It is important to note that four campuses reported no Hispanic faculty; 

therefore, logarithms were removed from the analysis. All variables are now normally distributed 

after data transformation.  

Descriptive Statistics of the Complete Data Set 

  All 50 Texas community college districts (with multiple campuses:  N = 64) associated 

with selected institutional characteristics were displayed in the data set, including the mean, 
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standard deviation, skewness and kurtosis. 

   Table 2 represents the descriptive statistics of the four independent variables and the 

dependent variable after data transformation analysis.  

Table 2  

Descriptive Statistics of the Study Sample 

Independent  
 

Variables N Mean Std. Deviation Skewness Kurtosis 

Ind. 

HISPPOP 64 376267.77 3.83483E5 .831 -.796 

HISPMetTSI 64 2.20 .45041 -.123 .042 

HISPNotMetTSI 64 2.45 .44412 -.102 .173 

HISPFAC# 64 1.36 .57656 -.018 .816 

Dep. HISPTRANS% 64 13.7344 5.09626 .645 .562 

 
 

Analysis of HISPTRANS% Data Set 

Multiple Regression 

     Multiple regression was utilized to generate a model that depicts the linear relationship 

between the independent variables and the dependent variable.  The resultant R indicates the 

strength and direction of the correlation between the independent variables and the criterion. A 

regression rate (b weight) provides the multiplier value to each of the independent variables, and 

the synthetic dependent variable is calculated to reveal the factors that might affect the 

phenomena; in this case, the factors that affect Hispanic community college students’ transfer 

rates to 4-year universities. 
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Table 3  

Model Summaryb: R and R2 Coefficients for Hispanic Transfer Percentage 

R R2 Adjusted R2 Std.Error of the 
Estimate 

.415a .172 .116 4.79157 
a Predictors: (Constant), HISPPOP, HISPMetTSI, HISPNotMetTSI, HISPFAC# 
b Dependent Variable: HISPTRANS%    
 
 Multiple regression of the four independent variables on the dependent variable generated 

a statistically significant model F(4, 64) = 3.067, P = .023.  The R coefficient of .415 between 

HISPTRANS% and the independent variables indicates a positive, moderate relationship.  The 

R2 (effect size) indicates a 17.2% of the variance on the dependent variable is accounted for by 

the independent variables.  

 The next step was to inspect the independent variables for collinearity issues. At times, 

data analyses can be confounded by high intercorrelations between the independent variables and 

this makes interpretation problematic (Meyers, Gamst & Guarino, 2006). Table 4 presents the 

SPSS delivered collinearity statistics. 

Table 4  

Collinearity Statistics a 

 Tolerance VIF 

HISPPOP/AA .602 1.661 

HISPMetTSI .311 3.212 

HISPNotMetTSI .191 5.234 

HISPFAC# .248 4.029 
a Dependent Variable: HISPTRANS% 
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Tolerance values range from 0 to 1 and variance inflation factor (VIF) values should be 

less than 10 to avoid collinearity issues. Multicollinearity exists when two ore more of the 

independent variables are moderately to highly correlated; oftentimes, it occurs when there are 

observational studies or induced by what has been done with the data.  For example, structural 

multicollinearity occurs when there is a mathematical artifact caused by creating new predictors 

from other predictors, such as: predictor x2 from the predictor x.  According to the analysis, 

Tolerance and VIF values are within normal bounds indicating multicollinearity is not present 

among the independent variables.   

       Table 5 presents the diagonal correlation matrix which indicates the relationship between the 

independent variables and the criterion variable. The correlation matrix indicates the strengths 

and direction of the relationship among the variables of the study.  

Table 5  

Correlation Matrix among Independent Variables and between Dependent Variable 

 HISPTRANS% HISPPOP HISPMetTSI HISPNotMetTSI HISPFAC# 

HISPTRANS%  .050 .253 .150 .327 

HISPPOP   .412 .617* .493 

HISPMetTSI    .797* .789* 

HISPNotMetTSI     .846* 

HISPFAC#      

*indicates a statistically significant correlation 

There is a positive and strong correlation between HISPTRANS% and the independent 

variables HISPMetTSI (.253) and HISPFAC# (.327). The Pearson correlation between HISPPOP 

and the criterion variable is weak and not statistically significant at alpha .05. The relationship 

between HISPNotMetTSI and the variable HISPFAC# is a moderate correlation at .846; 
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additionally, HISPMetTSI and HISPFAC# is a positive correlation and statistically significant at 

.789. 

        Between the independent variables, the correlation is moderate and positive between 

HISPMetTSI and HISPPOP at .412 and is statistically significant; HISPMetTSI and 

HISPNotMetTSI at .797 present a strong positive correlation and is statistically significant.    

 The unstandardized coefficients reflect each independent variable in its original unit of 

measurement and it is difficult to compare them with each other because each variable can be 

measured on a unique metric (Meyers, Gamst, & Guarino, 2006). This issue is partly resolved 

with use of standardized coefficients (beta weights).  

        Table 6 presents the b and β weight forms from the regression model. The b weights 

indicate each independent variables contribution to the linear regression equation and its 

standardized counterpart indicates how well each variable contributes to the construction of the 

synthetic criterion variable.  The structure coefficients and squared structure coefficients are also 

presented in Table 6.  It is always prudent to obtain and interpret structure coefficients in 

addition to regression weights as they can be useful in identifying suppressor effects, or masked 

shared variance among the independent variables. 

Table 6  

Regression and Structure Coefficientsa 

Variable b β t Sig StrCoeff SqStrCoeff 

Constant 16.348  3.345 .001   
HISPPOP -2.418E-7 -.018 -.119 .906 .1208 .0146 
HISPMetTSI 1.837 .162 .162 .448 .6109 .3733 
HISPNotMetTSI -5.801 -.506 -.506 .067 .3630 .1318 
HISPFAC# 5.619 .636 2.674 .010 .7879 .6209 

a Dependent Variable:  HISPTRANS%           
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       HISPMetTSI and HISPFAC# have β weights of .162 and .636.  The β for the other two 

independent variables, HISPPOP and HISPNotMetTSI, were under values of .000 with values of 

-.018 and -.506, which indicates moderate correlation on the dependent variable HISPTRANS %.  

      It is always prudent to obtain and interpret structure coefficients in addition to regression 

weights as they can be useful in identifying suppressor effects, or masked shared variance among 

the independent variables. 

        The structure coefficients for HISPMetTSI and HISPFAC# are .6109 and .7879, 

respectively, which indicate that these variables could account for 61.09 and 78.79% of the 

variance in the recreated synthetic dependent variable. The two variables have statistically 

significant correlations with Ŷ hat.  The squared structure coefficient of HISPMetTSI and 

HISPFAC#, with 37.33% and 62.09% indicates strong correlation on the dependent variable 

HISPTRANS%. HISPNotMetTSI, with a structured coefficient of .3630 was statistically 

significant and could account for 36.3% of the variance in the recreated synthetic dependent 

variable; the squared structure coefficient was .1318 which indicates a moderate correlation on 

the dependent variable HISPTRANS% of 13.18%. The variable with the least effect on the 

dependent variable is the Hispanic population at the community college locale (HISPPOP) with a 

structure coefficient of 1208. 

        Considering that the squared structure coefficient HISPNotMetTSI has a small 

correlation of .150 on the dependent variable HISPTRANS%, but is strongly correlated to the 

other independent variables, there is a disproportionate variance in the regression equation, 

which is an indication of a suppressor variable. Tabachnick and Fidell (2001b) provided a rubric 

to help identify a suppressor variable when its Pearson correlation with the criterion and its beta 

weight has different signs (p.149). Additionally, Pedhazur (1982) stated that in a suppressor 
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variable, the independent variable (HISPNotMet) may have little or no correlation with the 

dependent variable (HISPTRANS %), but could be highly correlated with one or more of the 

other predictors.   In order to identify a suppressor, a comparison is made after a line up of the b, 

beta, and structure coefficients.   

 

Commonality Analysis 

       Commonality analysis is a method to identify proportions of variance in the dependent 

variable that are attributed uniquely to each of the independent variables.  Using mathematical 

algorithms in order to decompose the variance into individual and combined values for the 

predictors, the analysis identifies the variables to retain and those to consider discarding from 

further analysis.   

 When observing the variance unique to each independent variable, the number of 

Hispanic faculty (HISPFAC#) accounts for the most variance in the dependent variable 

(HISPTRANS %) with 9.9%. This is consistent as HISPFAC# generated the only statistically 

significant b weight, the largest β (.636), and largest structure coefficient (.7879). The number of 

Hispanic faculty also accounts for the most total variance at 11.4% and is consistent with the 

other findings. When observing the HISPPOP predictor, its unique variance is 0, yet its total 

variance is at 1.2%. This phenomenon is a possible suppressor effect from HISPNotMetTSI 

variable. Also, it could be considered that since there is a possible suppressor effect of 

HISPNotMet on the criterion (HISPTRANS%), there could be evidence that particular variable 

(HISPNotMetTSI) shared with another predictor (HISPPOP) and not with the criterion itself. 

Pedhazur (1997) explained this phenomenon as some variables being penalized for being too 

high or low on the suppressor variable when shared with other variables. 
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Table 7  

Unique and Common Variance Accounted for in HISPTRANS% 

Grouping HISPFAC# 
a 

HISPPOP 
b 

HISPMetTSI 
c 

HISPNotMetTSI 
d 

U a .099    
U b  .000   
U c   .014  
U d    .058 

C a,b .000 .000   
C a,c .054  .054 ` 

C a,d -.043   -.043 

C b,c  .001 .001  
C b,d  .000  .000 

C c,d   -.014 -.014 

C a,b,c -.001 -.001 -.001  
C a,b,d .037 .037  .037 

C a,c,d .008  .008 .008 

Total Variance by Predictor .114 .012 .045 .053 

Variance Unique to 
Predictor .099 .000 .014 .058 

Variance in Common .015 .012 .031 -.005 

  

Summary 

        The predictor variables generated a statistically significant regression model  

F(4, 64) = 3.067, P = .023 on the dependent variable HISPTRANS%. The subsequent effect size 

indicated the independent variables accounted for a modest amount of variance in the criterion 
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variable (R2 = .172). The structure coefficients indicated that HISPPOP had the lowest 

correlation with the dependent variable HISPTRANS% at .1208. However, a suppressor effect 

was in place, which suggested that the usefulness of the variable was concealed. The variable 

HISPNotMetTSI had a positive relationship on the dependent variable is a significant 

contributor. The squared structure coefficient of 37.33% for HISPMetTSI was a strong 

contributor to the variance, while HISPNotMetTSI reflected a contributor at .1318. The squared 

structure coefficient for HISPFAC# was the largest contributor with 62.09% as the strongest 

factor in accounting for the transfer rates of Hispanic community college students to 4-year 

universities. 

 Even though three variables, HISPFAC#, HISPMetTSI and HISPNotMet had the largest 

contributions to the effect on transfer rates of Texas Hispanic community college students, there 

were indications of significant contributions by each of the variables. This study revealed useful 

information for practitioners and stakeholders, but also provides incentives for further inquiry 

and research. 
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CHAPTER 5  

CONCLUSIONS, IMPLICATIONS, AND SUGGESTIONS FOR FUTURE RESEARCH 

 The state of Texas has developed several initiatives to improve the gaps of education in 

the Hispanic community. Although participation rates have risen significantly, transfer rates have 

lagged behind other ethnic groups. Community colleges are viewed as the postsecondary starting 

point for many Texans, and that is particularly true for Hispanic students. Without the 

completion of degrees, not only will the gaps in education continue, but serious gaps in 

economic status and attainment will be problematic for Hispanic Texans (Texas Higher 

Education Coordinating Board [THECB], 2010). 

 As the Hispanic populations enrolled in Texas community colleges grow at rapid rates, 

there are serious concerns about their transfer rates to 4-year universities. The purpose of the 

study was to determine how well selected institutional characteristics associated with the 50 

Texas public community colleges explain the variance in Hispanic community college students’ 

transfer rates to 4-year institutions. Additionally, the purpose was to identify which of the 

selected institutional characteristics explains the most variance in the transfer rates. 

 This study used a non-experimental quantitative methodology to explain the variance in 

the transfer rates of Hispanic community college students to 4-year universities. Data were 

gathered by means of formal requests to the THECB. The staff of the Office of Accountability 

and Planning approved the requests and provided the most recent institutional data from the 50 

Texas community college districts. The data examined Hispanic population locales, Hispanic 

community college faculty percentages, and Hispanic Texas Success Indicator (TSI) scores. 

 Multiple regression was used to determine the magnitude of the relationships between 

one criterion variable (HISPTRANS%) and the combination of four predictor variables 
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(HISPPOP, HISPMetTSI, HISPNotMetTSI, HISPFAC#). Multiple regression was used to 

maximize the variance accounted for in the criterion by the independent variables, thus reducing 

the error of the regression equation or unexplained variance (Pedhazur, 1997). Commonality 

analysis was then utilized to identify proportions of variance in the dependent variable and 

proportions of variance that are uniquely attributed to various combinations of the independent 

variables. This method utilized mathematical algorithms in order to reduce the variance into 

individual and combined values for the predictors. The method also assisted the researcher in 

identifying those variables to retain and those that need to be discarded from further analysis 

(Haynes, 2009). 

 

Research Questions  

 This study sought to identify factors that might relate to the transfer rates of Texas 

Hispanic community college students to 4-year universities. The research questions and results 

are as follows:  

1. How well do the variables Hispanic population at community college locales, Texas 

community college Hispanic student TSI Met rates, Texas community college Hispanic student 

Not Met rates, and the number of Hispanic faculty at Texas community college districts jointly 

explain the variance in Texas Hispanic community college student transfer percentage rates to 4-

year universities?  

Multiple regression was utilized to discover a 17.2% variance between the independent 

variables on the dependent variable. Correlation was found in all independent variables 

on the dependent variable while generating a statistically significant model: F(4, 64) – 

3.067, p = .023. 
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2. How well does the Hispanic population at the community college locale explain the 

variance in Texas community college student transfer rates to 4-year universities? 

There is no relationship between the independent variable HISPPOP on the dependent 

variable HISPTRANS% as indicated by a 0 unique variance. Although combined with 

other variables; there is a 1.2% predictor variance in common.  

3. How well do TSI Met rates explain the variance in Texas Hispanic community 

college transfer rates to 4-year universities? 

A positive relationship occurred between the independent variable HISPMetTSI and the 

dependent variable HISPTRANS% with a .08% in unique variance, which indicates the 

strength of college readiness as a factor in successful transfer.  Combined with other 

variables, 3.1% is indicated in predictor variance in common. 

4. How well do TSI Not Met rates explain the variance in Texas Hispanic community 

college student transfer rates to 4-year universities? 

A positive relationship occurred between the independent variable HISPNotMetTSI and 

the dependent variable HISPTRANS% with a .34% unique variance, which indicates the 

effect of college readiness as a factor in successful transfer. Combined with other 

variables, -5.0% is indicated in predictor variance in common. 

5. How well does the number of Hispanic faculty at Texas community college districts 

explain the variance in the transfer rates to 4-year universities for Texas Hispanic community 

college students? 

The strongest relationship proved to be the independent variable HISPFAC# on the 

dependent variable HISPTRANS% with a .58% unique variance.  Combined with other 

variables, 1.50% is indicated in predictor variance in common. 
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Conclusions and Implications 

 The aim of this research was to identify the factors that might affect the transfer rates of 

Hispanic community college students to 4-year universities. The independent variables of 

Hispanic population in the locale of Texas community colleges, Hispanic TSI Met/Not Met 

scores, and the number of Hispanic faculty were used in the quantitative study to determine their 

combined and individual influences on the transfer rates. 

 

Hispanic Community College Faculty 

 This study revealed that the presence of Hispanic faculty on community college 

campuses is the highest indicator of influence on the transfer rates for Texas Hispanic students.  

A positive relationship between the predictor variable of HISPFAC# on the dependent variable 

HISPTRANS% in the regression equation is indicated as an identified factor. The literature 

review of this study supports the results of this analysis. According to Hagedorn, Chi, Cepeda, 

and McLain (2007), the availability of Hispanic faculty on community college campuses is more 

important in Hispanic student success and transfer rates than previously thought. There is less of 

a culture shock for the students, and they have a greater sense of identity and cultural pride as 

they form relationships with Hispanic faculty. 

 Previous research has suggested that institutional characteristics often affect transfer 

rates, including a high concentration of disadvantaged students, and a lower investment of  

instructional expenditures on the part of the institution, thus affecting college teaching and 

learning (Yang, 2005). Without the support of Hispanic faculty, there is a higher likelihood of 

lower persistence and completion rates (Gandara & Contreras, 2009).  
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 This study’s findings support the existing literature that identifies the strengths of faculty 

and student engagement and its relationship to successful transfer. Nora (2003) cites the strength 

of the relationship/mentorship of Hispanic faculty with Hispanic students as being critical to the 

success in retention and transfer rates. Advising, mentoring, modeling and encouragement are 

shown as key elements in the success rates of Hispanic community college students. Hispanic 

faculty members have been instrumental in using their knowledge of language and culture in 

assisting Hispanic students, not only with academic adjustment, but also in general navigation 

assistance and appropriate support systems (Arbona & Nora, 2007).  

 The results of this study support the model of validation as cited as a strong component in 

Hispanic engagement and retention, which often leads to successful transfer rates. The critical 

role of Hispanic faculty is considered a validation agent as they tend to foster engagement, active 

learning and interpersonal growth among students, faculty and staff.  Rendon’s (1994) validation 

model noted powerful transformations in learners and persisters within the Hispanic student 

population because of Hispanic faculty members who took on roles of validation agents.  

 Hurtado (1997) revealed the impact on Hispanic student retention and transfer rates 

through research in social engagement models on college campuses. Hispanic students reported 

cultural activities, race-based programs and external relationships with family and friends as 

essential to their personal and academic development. Additionally, it was important to include 

Hispanic faculty and staff into these activities. An example of this type of social 

engagement/validation model is the successful “Raiders Rojos” program at Texas Tech 

University. The vision of the program is to promote retention and graduation through events, 

programs and mentorship with Hispanic faculty and staff. The membership continues to grow 

and the university reports significant improvements in completion rates of Hispanic students who 
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are engaged in the program (Raiders Rojos National Alumni, n.d.). It is important to note that the 

group provides outreach to Hispanic students in area public schools, the local community college 

and to the greater Hispanic community. Each year, the Raiders Rojos group supports and directs 

the on-campus “Back to School Fiesta” where over 5,000 students and families are provided free 

food, cultural music, school supplies and informational sessions.  

 The strong relationship between the presence of Hispanic faculty on community college 

campuses and transfer success is supported by cultural validation model research. Another 

outstanding program that exemplifies the critical need of Hispanic faculty for program 

intervention is the Puente Project (Saenz, 2002). Using the validation model, McGrath and 

Galaviz developed the program on the premise that the greater participation rates of the Hispanic 

community within institutions, the greater senses of affirmation occur within Hispanic students’ 

experiences. Using methods of outreach, counseling and advising that met the ethnic and cultural 

identities of Hispanic students has proved to positive affect transfer and completion rates. Also, it 

is important to note that during the first 20 years of partnership between the California 

community colleges and the University of California system, over 50% of students transferred to 

4-year institutions within three years (Laden, 1998).  

 The strong relationship between Hispanic faculty presence and mentorship on transfer 

rates is consistent, and also indicated a strong positive relationship in the analysis between other 

variables (HISPPOP, HISPMetTSI, HISPNotMetTSI). This indicates the strength in the factor of 

Hispanic faculty and their importance in the success rates of Hispanic students, but even if there 

were college readiness issues for Hispanic students, the presence and mentorship of Hispanic 

faculty could strengthen the chances for successful transfer rates.  
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 The implications for Hispanic faculty presence and its effect on Hispanic students’ 

success is supported by existing literature, research and data, which indicate positive effects in 

Hispanic community college students’ transfer rates throughout the state of Texas. THECB 

(2010) has implemented recommendations in the Closing of the Gaps action plan for the next 

several years, which include recommendations to facilitate shared learning, utilize best practices, 

and provide comprehensive support for the increased presence of Hispanic faculty on Texas 

community college campuses. The anticipated enrollment for Hispanic students is expected to 

double by 2030, so it is important to address the situation as soon as possible with continued 

data-driven decision-making by stakeholders, policy makers and educational leaders who 

understand the critical educational needs of Hispanic students (THECB, 2010). 

 

College Readiness – TSI Met/Not Met  

 For all community college students, college readiness has proven to be a deciding factor 

in the relevant success of retention and transfer rates. According to Arbona and Nora (2007), true 

access to higher education for Hispanic students cannot be defined as successful until persistence 

to completion of degrees is attained. The gap of transfer and completion for Hispanic community 

college students suggests that factors related to their college-going experiences are attributed to 

several areas, one of which is college readiness. 

 The TSI exams are used by higher educational institutions in Texas as indicators of 

college readiness in areas of writing, reading and mathematics. Precollege experiences in the 

secondary school system are considered highly important factors in the readiness of students as 

they strive to close gaps in educational attainment. The findings of this study support college 

readiness as a factor in transfer rates, as indicated in the positive relationship between successful 
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TSI scores and its effect on community college transfer for Texas Hispanic community college 

students. 

 If community colleges are the pathways to educational attainment success and a more 

democratic society, it is important to understand whether or not college readiness exams are 

factors in the success or failure of Texas Hispanic community college students’ experiences in 

higher education attainment. Although both HISPMetTSI and HISPNotMetTSI had positive 

effects on transfer rates, HISPMetTSI held a higher proportion of relationship to the dependent 

variable. This would imply that successful rates in college readiness tests as indicated by TSI 

scores had positive effects on transfer percentage rates for Texas Hispanic community college 

students. 

 The data revealed in the regression equation of the independent variable HISPMetTSI 

presented a predictor of significance on the dependent variable HISPTRANS%, while there was 

a somewhat larger relationship between HISPNotMetTSI and HISPTRANS%.  The literature 

supports the results of the data by revealing the compelling reasons for strong early childhood 

education through secondary education programs for Hispanic students as predictors for college 

success and baccalaureate completions (Adelman, 1999).  Without the foundation of early 

reading skills and other social and educational opportunities, Hispanic students often have 

difficulties in being prepared for college and successful outcomes (O’Connor, 2009). 

Gandara and Contreras (2009) have rigorously researched and recommended best 

practices that have implications for radical change and intervention on behalf of Hispanic 

students everywhere. While Hispanic students comprise 20% of enrollment in American school 

systems, they continue to be less educated than any other group. This statistic represents the 

impetus of their research and compelling case studies. Their research is highly acclaimed and 
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respected, yet Texas and other highly populated Hispanic states seem to be slow in reacting to 

this crisis. 

The major implications include the importance of college readiness programs and the 

need for collaborative solutions as evident through existing literature and the results of this 

particular study. Data-driven decisions and enhanced initiatives in collaborative college 

readiness programs are necessary for the successful transfer rates of Texas Hispanic community 

college students.  

 

Locale of Hispanic Population to Texas Community College Districts 

Since the majority of Hispanic high school graduates selects community colleges and 

traditionally have shown interest in 2-year institutions, it is important to understand the factors 

that inhibit their transfer rates compared to other groups (Melguizo, 2009). Lower tuition rates 

and the proximity of these colleges to family have enabled Hispanic students to live at home and 

attend college. Many of these students are first-generation college students and community 

colleges have become vital channels of opportunity and access (Rendon, Jaloma & Nora, 2000). 

Unfortunately, these students often do not transfer and find themselves with incomplete 

educational experiences. 

Although the analysis accounted for no variance in relationship between locale and 

transfer rates for Texas community college students, the literature supports the barriers that 

Hispanic students face as they overcome family and job responsibilities that might keep them 

from transferring to 4-year universities. When combined with other variables, locale did have a 

variance in common of .012 (1.2%), which indicates some relationship between HISPPOP and 

HISPTRANS%. 
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Haynes (2009) researched Hispanic population and enrollment in colleges in prevalent 

Hispanic states using a predictive study.  The research revealed a strong, positive correlation 

between Hispanic population and enrollment.  According to Haynes, it is logical to believe that 

“an institution’s Hispanic enrollment is representative of the local, state, nation and world” (p. 

83).  While higher Hispanic population in Texas community college locales leads to higher 

Hispanic enrollment, this study did not reveal the locale as a strong factor in transfer.  The case 

could be made that locale is often the factor that could lead to a possible negative impact on 

Hispanic students’ transfer rate. This phenomenon might be due to a concentration of 

disadvantaged Hispanic student enrollment and the lack of available public in-state institutions 

which might alter the opportunity for transferring (Yang, 2005). 

As discussed by Gandara and Contreras (2009), systemic issues relating to minority and 

oppressed people reveal issues such as tracking in public schools, low expectations, funding 

inequities and perceptions of Hispanic students as reasons for low transfer rates. Hispanic 

students are faced with a plethora of cultural and economic issues as they enter community 

colleges in their locales, so it is important that Texas community colleges and universities 

consider resources and programs that strengthen their transfer missions and provide resources for 

successful outcomes. The evidence of best practices and literature supports the notion that if 

resources are invested in Hispanic student recruitment and retention, there are significant gains in 

transfer rates (THECB, 2010).  

While there is significant national research in Hispanic transfer issues, there is reasonable 

evidence that consistent and relevant information and research for Texas would prove to be 

helpful in increased transfer rates of 4-year degrees for Texas Hispanic students. Continued 

research that could partner Texas universities and community colleges in retention and mentor 
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programs might be effective in providing data-driven strategies for successful transfer rate 

improvement.  

 

Recommendations for Further Research 

 In this study, college readiness is a strong factor in the transfer rates of Texas Hispanic 

community college students to 4-year universities. Gandara (2009) reported that 40% of all 

Hispanic parents have not completed high school. More than ever, precollege readiness 

initiatives should be implemented in public schools. High quality preschools and highly trained 

Hispanic teachers who understand the language and cultures of their students are necessary for 

Hispanic student success, and ultimately, college transfer rates. Gandara also stated that access to 

advanced curricula should be the norm and not the exception for Hispanic students in lower-

income neighborhoods. Additional research and best practices should also be the norm for Texas 

schools; policymakers and educators could use the analysis for reform and for building social 

capital programs to enhance the lives and educational attainment of Hispanic citizens.  

Evidence from various studies that compare community college transfer rates of Hispanic 

and White students suggest persistent gaps that do not seem to be closing (Arbona & Nora, 2007; 

Fry, 2004). The results of the studies and the recommendations include 2-year and 4-year 

institutions to purposefully collaborate on transfer curricula, retention programs, and navigation 

strategies for Hispanic students. Additionally, researchers recommend continued efforts in 

preschool to college (P-16) initiatives in addressing the serious gaps between Hispanic students 

and other groups (Fann, McClafferty-Jarsky & McDonough, 2009). This collaborative includes 

schools, colleges, business/industry, and parent groups as they mutually discover the strategies 

needed for Hispanic students’ college success. 
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 For many years, Texas has desired to close gaps in education, yet the state is currently 

ranked 42nd nationally in K-12 school funding. Additional research in discovering systemic 

problems of Hispanic transfer and completion rates must continue in order to find positive 

solutions. Hispanic students require more investment, mentoring and assistance in order to close 

the gaps in education, and that is possible by using data-driven analysis for decisions and 

successful results. College readiness relies on more than simply passing a test; it is dependent 

upon knowledge of how the higher education system works, which is critical to student success 

and retention. Utilizing data-driven innovative and effective programs throughout the P-16 

experience will continue to be essential to change the trend of low transfer rates and the lack of 

higher education attainment for Hispanic Texans. 

College readiness is the level of preparation students need to enroll, retain and succeed in 

higher education institutions. Without the strength of relationships and partnerships between 

public and higher education, the gaps are sure to continue for young Hispanic Texans. Since the 

majority of Hispanic students who enter community colleges are underprepared for college-level 

coursework, partnered research and best practices based on data will be essential for successful 

changes and outcomes. 

 Gandara (2009) pointed out several areas of influence for college participation, transfer 

and completion for Hispanic Texans at a THECB board meeting in July 2009. Ideas included in 

the presentation were as follows: implementation of a P-16 college readiness culture, providing 

pathway knowledge for college that is grounded in aspirations, access to rigorous curriculum, 

financial aid information and college access programs that provide Hispanic mentors/role models 

located at public and higher education institutions. The results of this study certainly support the 

college participation/transfer/completion influences that Gandara presented at the board meeting, 
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but this data should also prompt institutions and agencies to support and grant additional 

resources towards these efforts.  

 The most important factor that was revealed in this study was Hispanic community 

college faculty presence. Enhanced efforts should be immediately initiated and implemented for 

the recruitment, training and employment of Hispanic faculty on Texas community college 

campuses. A recent summary report by THECB (2010) called for research and resources towards 

Hispanic educator preparation programs. Though it is only one of many of the goals for Closing 

the Gaps 2015, this study revealed the urgent need to respond to the need for Hispanic educators 

in public and higher education institutions. If this particular goal is reached, there could be 

significant changes made to the Hispanic community college student transfer and completion 

rates, which in turn would benefit the economic engine for the state of Texas. 

 

Summary 

 The core of this research was selected and based on many years of observation and 

experiences in working with Hispanic students both in public education and community colleges. 

When the final decision came for the topic, it became not only a focus of study, but an 

experience that has given direction for further research and examination. The primary mission of 

community colleges is access and opportunity. Without data-driven decision-making and a 

passion to become an agent of change, it remains only research and is not focused on outcomes 

and student success. 

  In order to provide functional representation of the several factors that affect Hispanic 

transfer rates, it was important to understand that no factor stood alone; they were not mutually 

exclusive nor perfectly nested together. Like most research results of phenomena in social 
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sciences, the factors were interactive in various degrees. Ultimately, this research experience has 

brought new awareness and a deep desire to continue the study of Hispanic students’ college 

success programs. It also deepened the level of passion for change and action. Many discussions 

have occurred, but resources and focus are needed to truly make a difference for the many 

Hispanic students who depend on the American dream to make a difference in their lives. That 

dream begins with educational opportunity and the citizens of Texas can and should provide the 

necessary resources to reach out and assist the next generation with a sense of urgency and 

compassion. 

 If Texas does not respond to the critical needs of Hispanic students and their college 

readiness issues, and their educational attainment and achievement, there will be continued and 

serious gaps in economic and societal issues in the state. Researchers, policy makers and 

educators must collaborate to develop and implement immediate plans that work, based on data-

driven policies, best practices and projects that focus on change. Closing the Gaps 2015 is just 

around the corner, and Texas has many roads to travel before the gaps are truly closed. 
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APPENDIX A  

TEXAS PUBLIC COMMUNITY COLLEGE DISTRICT HISPANIC TRANSFER RATES
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Alamo Community College - Northwest Vista College 26.3% 
Alamo Community College - Palo Alto College 14.0% 
Alamo Community College - San Antonio College 10.8% 
Alamo Community College - St. Philip's College 5.6% 
Alvin Community College 14% 
Amarillo College 7.3% 
Angelina College 9.9% 
Austin Community College 12.1% 
Blinn College 21.6% 
Brazosport College 4.3% 
Central Texas College 7.0% 
Cisco Junior College 10.7% 
Clarendon College 11.8% 
Coastal Bend College 6.4% 
College of the Mainland Community College District  10.4% 
Collin County Community College District 21.2% 
Dallas County Community College District - Brookhaven College 8.4% 
Dallas County Community College District - Cedar Valley College 12.4% 
Dallas County Community College District - Eastfield College 13.7% 
Dallas County Community College District - El Centro College 7.1% 
Dallas County Community College District - Mountain View College 12.1% 
Dallas County Community College District - North Lake College 14.6% 
Dallas County Community College District - Richland College 17.3% 
Del Mar College 8.5% 
El Paso Community College District 17.1% 
Frank Phillips College 4.8% 
Galveston College 16.6% 
Grayson County College 15.6% 
Hill College 13.4% 
Houston Community College System 12.7% 
Howard County Junior College District - Howard College 9.3% 
Kilgore College 11.5% 
Laredo Community College 21.8% 
Lee College 9.9% 
Lone Star College - Cy-Fair College 20.3% 
Lone Star College - Kingwood College 13.7% 
Lone Star College - Montgomery College 16.2% 
Lone Star College - North Harris College 14.2% 



85 

Lone Star College - Tomball College 15.5% 
McLennan Community College 16.2% 
Midland College 13.4% 
Navarro College 24.3% 
North Central Texas College 13.2% 
Northeast Texas Community College 13.9% 
Odessa College 9.6% 
Panola College 15.4% 
Paris Junior College 20.3% 
Ranger College 8.3% 
San Jacinto College -  Central Campus 12.6% 
San Jacinto College - North Campus 11.7% 
San Jacinto College - South Campus 15.1% 
South Plains College 14.4% 
South Texas College 14.8% 
Southwest Texas Junior College  16.4% 
Tarrant County College District - Northeast Campus 16.7% 
Tarrant County College District - Northwest Campus 14.3% 
Tarrant County College District - South Campus 13.8% 
Tarrant County College District - Southeast Campus 14.5% 
Temple College 10.9% 
Texarkana College 26.7% 
Texas Southmost College 26.8% 
Trinity Valley Community College 8.4% 
Tyler Junior College  14.5% 
Vernon College 6.4% 
Victoria College, The  11.1% 
Weatherford College 16.9% 
Western Texas College  11.1% 
Wharton County Junior College 17.8% 
 
Texas Higher Education Coordinating Board (2011)  
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APPENDIX B  

HISPANIC POPULATIONS WITHIN TEXAS COMMUNITY  

COLLEGE DISTRICT LOCALES
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Alamo Community College                     1,096,672  
Alvin Community College                          47,460  
Amarillo College                        101,397  
Angelina College                          47,647  
Austin Community College                        537,758  
Blinn College                          88,733  
Brazosport College                          47,460  
Central Texas College                          69,615  
Cisco Junior College                          32,547  
Clarendon College                            9,749  
Coastal Bend College                        107,241  
College of the Mainland Community College District                           56,093  
Collin County Community College District                        140,789  
Dallas County Community College District                     1,022,575  
Del Mar College                        264,167  
El Paso Community College District                        654,151  
Frank Phillips College                          17,095  
Galveston College                          33,384  
Grayson County College                          16,198  
Hill College                          46,762  
Houston Community College System                        741,989  
Howard County Junior College District - Howard College                        123,926  
Kilgore College                          31,094  
Laredo Community College                        263,796  
Lee College                        142,750  
Lone Star College                        637,823  
McLennan Community College                            4,843  
Midland College                          54,321  
Navarro College                          63,714  
North Central Texas College                        110,428  
Northeast Texas Community College                          21,454  
Odessa College                        126,514  
Panola College                          25,145  
Paris Junior College                          16,088  
Ranger College                          21,230  
San Jacinto College                         418,533  
South Plains College                        156,834  
South Texas College                        791,394  
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Southwest Texas Junior College                         123,856  
Tarrant County College District                        555,001  
Temple College                          61,974  
Texarkana College                            7,625  
Texas Southmost College                        383,367  
Trinity Valley Community College                          41,722  
Tyler Junior College                           53,316  
Vernon College                          31,560  
Victoria College, The                           76,875  
Weatherford College                          29,899  
Western Texas College                           29,045  
Wharton County Junior College                        190,735  
 
      Texas Higher Education Coordinating Board (2011) 
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APPENDIX C  

NUMBER OF HISPANIC FACULTY MEMBERS IN TEXAS  

COMMUNITY COLLEGE DISTRICTS



90 

Alamo Community College - Northwest Vista College 50 
Alamo Community College - Palo Alto College 29 
Alamo Community College - San Antonio College 62 
Alamo Community College - St. Philip's College 33 
Alvin Community College 15 
Amarillo College 19 
Angelina College 5 
Austin Community College 214 
Blinn College 21 
Brazosport College 1 
Central Texas College 29 
Cisco Junior College 7 
Clarendon College 0 
Coastal Bend College 0 
College of the Mainland Community College District 14 
Collin County Community College District 47 
Dallas County Community College District - Brookhaven College 42 
Dallas County Community College District - Cedar Valley College 8 
Dallas County Community College District - Eastfield College 43 
Dallas County Community College District - El Centro College 39 
Dallas County Community College District - Mountain View College 33 
Dallas County Community College District - North Lake College 30 
Dallas County Community College District - Richland College 58 
Del Mar College 125 
El Paso Community College District 643 
Frank Phillips College 1 
Galveston College 19 
Grayson County College 13 
Hill College 7 
Houston Community College System 158 
Howard County Junior College District - Howard College 12 
Kilgore College 6 
Laredo Community College 251 
Lee College 25 
Lone Star College - Cy-Fair College 48 
Lone Star College - Kingwood College 25 
Lone Star College - Montgomery College 26 
Lone Star College - North Harris College 42 
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Lone Star College - Tomball College 25 
McLennan Community College 24 
Midland College 35 
Navarro College 15 
North Central Texas College 14 
Northeast Texas Community College 7 
Odessa College 26 
Panola College 0 
Paris Junior College 6 
Ranger College 1 
San Jacinto College -  Central Campus 68 
San Jacinto College - North Campus 34 
San Jacinto College - South Campus 49 
South Plains College 21 
South Texas College 573 
Southwest Texas Junior College 111 
Tarrant County College District - Northeast Campus 25 
Tarrant County College District - Northwest Campus 39 
Tarrant County College District - South Campus 16 
Tarrant County College District - Southeast Campus 31 
Temple College 22 
Texarkana College 3 
Texas Southmost College 229 
Trinity Valley Community College 3 
Tyler Junior College 17 
Vernon College 6 
Victoria College, The 11 
Weatherford College 0 
Western Texas College 4 
Wharton County Junior College 13 
 

 Texas Higher Education Coordinating Board (2011) 
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APPENDIX D  

TEXAS HISPANIC COMMUNITY COLLEGE STUDENTS MET/TSI
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Alamo Community College - Northwest Vista College 157 
Alamo Community College - Palo Alto College 41 
Alamo Community College - San Antonio College 169 
Alamo Community College - St. Philip's College 57 
Alvin Community College 98 
Amarillo College 319 
Angelina College 103 
Austin Community College 577 
Blinn College 336 
Brazosport College 110 
Central Texas College 127 
Cisco Junior College 102 
Clarendon College 14 
Coastal Bend College 194 
College of the Mainland Community College District  48 
Collin County Community College District 432 
Dallas County Community College District - Brookhaven College 268 
Dallas County Community College District - Cedar Valley College 58 
Dallas County Community College District - Eastfield College 331 
Dallas County Community College District - El Centro College 218 
Dallas County Community College District - Mountain View College 342 
Dallas County Community College District - North Lake College 261 
Dallas County Community College District - Richland College 389 
Del Mar College 188 
El Paso Community College District 1321 
Frank Phillips College 21 
Galveston College 41 
Grayson County College 57 
Hill College 46 
Houston Community College System 2322 
Howard County Junior College District - Howard College 87 
Kilgore College 62 
Laredo Community College 584 
Lee College 149 
Lone Star College - Cy-Fair College 660 
Lone Star College - Kingwood College 259 
Lone Star College - Montgomery College 257 
Lone Star College - North Harris College 429 
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Lone Star College - Tomball College 334 
McLennan Community College 128 
Midland College 121 
Navarro College 178 
North Central Texas College 145 
Northeast Texas Community College 60 
Odessa College 97 
Panola College 16 
Paris Junior College 45 
Ranger College 38 
San Jacinto College -  Central Campus 570 
San Jacinto College - North Campus 254 
San Jacinto College - South Campus 286 
South Plains College 333 
South Texas College 984 
Southwest Texas Junior College  360 
Tarrant County College District - Northeast Campus 180 
Tarrant County College District - Northwest Campus 145 
Tarrant County College District - South Campus 124 
Tarrant County College District - Southeast Campus 223 
Temple College 76 
Texarkana College 10 
Texas Southmost College 614 
Trinity Valley Community College 55 
Tyler Junior College  160 
Vernon College 29 
Victoria College, The  98 
Weatherford College 80 
Western Texas College  49 
Wharton County Junior College 343 
              

Texas Higher Education Coordinating Board (2011) 
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APPENDIX E  

TEXAS HISPANIC COMMUNITY COLLEGE STUDENTS NOT MET/TSI
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Alamo Community College - Northwest Vista College 1359 
Alamo Community College - Palo Alto College 1085 
Alamo Community College - San Antonio College 1786 
Alamo Community College - St. Philip's College 912 
Alvin Community College 100 
Amarillo College 386 
Angelina College 118 
Austin Community College 1059 
Blinn College 314 
Brazosport College 153 
Central Texas College 271 
Cisco Junior College 192 
Clarendon College 40 
Coastal Bend College 505 
College of the Mainland Community College District  113 
Collin County Community College District 411 
Dallas County Community College District - Brookhaven College 399 
Dallas County Community College District - Cedar Valley College 114 
Dallas County Community College District - Eastfield College 468 
Dallas County Community College District - El Centro College 305 
Dallas County Community College District - Mountain View College 571 
Dallas County Community College District - North Lake College 327 
Dallas County Community College District - Richland College 344 
Del Mar College 675 
El Paso Community College District 3340 
Frank Phillips College 57 
Galveston College 81 
Grayson County College 69 
Hill College 61 
Houston Community College System 1516 
Howard County Junior College District - Howard College 228 
Kilgore College 105 
Laredo Community College 1418 
Lee College 224 
Lone Star College - Cy-Fair College 640 
Lone Star College - Kingwood College 225 
Lone Star College - Montgomery College 270 
Lone Star College - North Harris College 683 
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Lone Star College - Tomball College 274 
McLennan Community College 228 
Midland College 218 
Navarro College 195 
North Central Texas College 177 
Northeast Texas Community College 111 
Odessa College 365 
Panola College 14 
Paris Junior College 82 
Ranger College 80 
San Jacinto College -  Central Campus 736 
San Jacinto College - North Campus 423 
San Jacinto College - South Campus 383 
South Plains College 536 
South Texas College 2281 
Southwest Texas Junior College  622 
Tarrant County College District - Northeast Campus 241 
Tarrant County College District - Northwest Campus 270 
Tarrant County College District - South Campus 304 
Tarrant County College District - Southeast Campus 380 
Temple College 116 
Texarkana College 18 
Texas Southmost College 971 
Trinity Valley Community College 118 
Tyler Junior College  198 
Vernon College 65 
Victoria College, The  103 
Weatherford College 89 
Western Texas College  89 
Wharton County Junior College 235 
 

           Texas Higher Education Coordinating Board (2011) 
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APPENDIX F  

SPSS 17.0 SYNTAX TO GENERATE DESCRIPTIVE STATISTICS, CORRELATIONS, 

REGRESSION ANALYSIS FOR THE DEPENDENT VARIABLE “HISPTRANS%
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comment Check distribution of variables. 
FREQUENCIES VARIABLES=HispanicTransferPercent HispanicAllAges HispanicMetTSI 
HispanicNotMetTSI  
    HispanicFacultyNumber 
  /STATISTICS=STDDEV MEAN MEDIAN SKEWNESS SESKEW KURTOSIS SEKURT 
  /HISTOGRAM NORMAL 
  /ORDER=ANALYSIS. 
 
comment The following variables exhibit both skewness and kurtosis: HispanicFaculty Number, 
HispanicMetTSI, HispanicNotMetTSI. 
comment Data transformation via logarithm will be undertaken on these variables. 
COMPUTE LHispanicFacultyNumber = LG10 (HispanicFacultyNumber). 
COMPUTE LHispanicMetTSI = LG10 (HispanicMetTSI). 
COMPUTE LHispanicNotMetTSI = LG10 (HispanicNotMetTSI). 
EXECUTE. 
 
comment Check distribution of transformed variables. 
FREQUENCIES VARIABLES=LHispanicFacultyNumber LHispanicMetTSI 
LHispanicNotMetTSI 
  /STATISTICS=STDDEV MEAN MEDIAN SKEWNESS SESKEW KURTOSIS SEKURT 
  /HISTOGRAM NORMAL 
  /ORDER=ANALYSIS. 
 
comment All variables normally distributed. 
comment Perform regression analysis, with visual inspection for outliers. 
 
REGRESSION 
  /DESCRIPTIVES MEAN STDDEV CORR SIG N 
  /STATISTICS COEFF OUTS R ANOVA COLLIN TOL 
  /CRITERIA=PIN(.05) POUT(.10) 
  /NOORIGIN  
  /DEPENDENT HispanicTransferPercent 
  /METHOD=ENTER HispanicAllAges LHispanicMetTSI LHispanicNotMetTSI 
LHispanicFacultyNumber 
  /SCATTERPLOT=(*ZRESID ,*ZPRED) 
  /RESIDUALS NORMPROB(ZRESID) 
  /CASEWISE PLOT(ZRESID) OUTLIERS(3) 
  /SAVE PRED ZPRED COOK LEVER RESID ZRESID. 
 
comment Inspect cases 1, 60, and 61 as possible outliers. 
comment All three cases within 3 standard deviations and Cook's D less than 1.0. 
comment All three cases will remain in analysis. 
 
comment Correlate all observed and synthetic variables with predictors and get structure 
coefficients. 
CORRELATIONS 
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  /VARIABLES=HispanicTransferPercent HispanicAllAges LHispanicMetTSI 
LHispanicNotMetTSI  
    LHispanicFacultyNumber ZPR_2 ZRE_2 
  /PRINT=TWOTAIL NOSIG 
  /MISSING=PAIRWISE. 
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