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ABSTRACT

This correlational research study examined the effects of mandatory advising on the
retention and persistence of African American and Latinx male community college students
who attended an urban community college in the Midwest. Additionally, the study also
examined the effects of mandatory advising on all males, African American and Latinx
students overall and all students. The study used data collected from two separate cohorts,
mandatory advising and non-mandatory advising. The retention and persistence of all groups
were analyzed using a Chi-square statistical analysis. The results of this study revealed that
there was statistical significance of p = .000 between mandatory advising of all students and
persistence and there was a statistical significance of p =.000 between the persistence of men

and mandatory advising.
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CHAPTER 1
INTRODUCTION

Academic advising has been a part of college campuses for over one century
emerging from the theory of in loco parentis in which college faculty and administrators were
seen as sub parents for students away from their parents (Gillispie, 2003; Harborth, 2015;
White, 2015a). The function of advising originated as a clerical task that was a part of the
student registration process of each preceding semester (Gordon, 2004; White, 2015a).
However, because of the growth of student enrollment and the often changes in majors,
colleges soon realized the importance of students needing more of a focused one-on-one
assistance with understanding electives within the curriculum (Gillispie, 2003; Gordon, 2004;
White, 2015a).

The history of academic advising reaches back to the colonial colleges where college
presidents and then faculty members assisted students with academic, personal issues and
concerns (Gordon, 2004). In 1841, the first recognition of faculty advisors was traced to
Kenyon College where students were required to select a faculty member as an advisor
creating the first formalization of an academic advising system (Kramer, 1995). This model
eventually began to be replicated at other colleges as Johns Hopkins University established a
faculty advising system in 1877.

Today, the need and role for academic advisors continues with a clearer
understanding of its importance in relation to the retention and persistence of college students
(Bahr, 2008; Donaldson, McKinney, Lee & Pino, 2016; Drake, 2011; Forche, 2009; Kaot,
2014; Lynch, 2004; Priest & Milne, 1991; Swecker, Fifolt, & Searby, 2013). The importance

and use of academic advising is even more significant at community colleges due to their



populations and the number of students that enter higher education through their doors
(Juszkiewicz, 2015). Every year community colleges provide access to higher education for
more than 12 million students (Juszkiewicz, 2015; National Student Clearinghouse (NSC),
2016). Many of these students are underprepared, are often from low socioeconomic status
high schools, and are students of color (Ma & Baum, 2016; NSC, 2016).

The College Board reported that about 44% of all African American and 56% of all
Latinx students attended public two-year colleges in 2014 compared to only 29% from these
groups in public four-year institutions (Ma & Baum, 2016). With almost half of college-
going African American and Latinx students entering higher education through community
colleges, these institutions must invest in ways to help them complete their educational goals
(Juszkiewicz, 2015; Ma & Baum, 2016; NSC, 2016; Shapiro et al., 2017).

This study compares the retention and persistence of African American and Latinx
students who were required to see an academic advisor with those that were able to self-
advise at a community college. The students were degree seeking and under thirty credit
hours at an urban community college located within the Midwest. Community colleges must
look at methods that are effective toward improving the retention and persistence of African
American and Latinx students. The National Center for Education Statistics (NCES) (Snyder,
2014) defines Black/African American as a person having origins in any of the black racial
groups of Africa (except those of Hispanic origin). Latinx is a person who lives in the U.S.
and who comes from, or whose family comes from, Latin America; used when you do not

want to say that the person is a man or woman (Salinas Jr. & Lozano, 2017). Improving the

retention and persistence of community college students will lead to increased college



completion outcomes (Juszkiewicz, 2015; Ma & Baum, 2016; NSC, 2016; Shapiro, Dundar,
& Huie, 2017).
Statement of Problem

The U.S Census Bureau (2015) predicts that by 2060 the population of people of
color, consisting of African American, Latinx, and others, will rise to 56% of the total
population with Latinx making up 31%. However, African American and Latinx are among
the poorest in our country and have limited resources (Proctor, Semega & Kollar, 2015). The
2015 U.S. Bureau reported that 30% of African Americans and 27.2% of Latinx live below
the poverty level compared to 17.8% of white individuals (Proctor et al., 2015). Higher
education increases the chances of upward socioeconomic mobility, providing greater
resources for individuals (Baum, Ma & Payea, 2013). While African American and Latinx
students attend community colleges at a higher rate than four-year colleges, (Ma & Baum,
2016), they have the lowest completion rate (36% and 52.6% respectively), compared to
white (59.9%), and Asian (52.6%) students (Shapiro, Dundar, Huie, Wakhungu, Yuan,
Nathan, & Hwang, 2017); reducing their opportunities for a better quality of life.

With such low completion rates, it is important that community colleges identify
methods and factors that increase completion rates of African American and Latinx students.
In a 2012 study, Strayhorn examined African American men’s satisfaction at community
colleges and their relation to retention. His findings suggested a statistical connection
between social integration and satisfaction with college; 27% of African American males’
satisfaction at community colleges was related to age, units taken, employment impact on
school, family responsibilities, grades, social interaction with peers, social interaction with

campus life, and social interaction with faculty. Background factors such as age, external



impacts and credits completed explained the greatest amount of variance, 19%. In addition,
academic integration accounted for 3% of the variance with social integration explaining 6%
more. Strayhorn’s 2012 study highlights the importance of satisfaction with college for the
success of African American males at community colleges. Furthermore, his results point to
the importance of social integration for African American males at community colleges.

In an earlier study, Strayhorn (2010) examined the influence of social and cultural
capital on the academic achievement of African and Latinx males. Social and cultural capital
was defined as social economic status (SES), discussions with parents about college, parent’s
education, and involvement in student activities (Strayhorn). Findings suggested that social
and cultural capital added to the predictive ability of college success based on prior
achievement and academic preparation for African American males by 14% and 6% for
Latinx males.

While Strayhorn (2010, 2012) found student satisfaction and social and cultural
capital to influence retention, student services such as academic advising are effective in
retaining students of color. Museus and Ravello (2010) interviewed a purposeful sample of
45 racially and ethnically diverse students across three California community colleges. The
researchers identified three themes related to characteristics of academic advising that were
effective for improving the retention and persistence of students of color at predominantly
white institutions (PWI). The first theme was humanized academic advising, noted as being
caring and committed to the success of students of color. The study found that students of
color reported that it was important to see advisors as human beings not just college staff.
The second theme was holistic academic advising, which seeks to address all issues related to

the student’s day-to-day life, which influence their abilities to be successful. Students



reported that this advising started with addressing academic issues but went further into
personal areas like social, family and financial issues (Museus & Ravello). The final theme
was proactive academic advising, explained as making intentional efforts to aid students in
finding resources. Advisors known for this style of advising were defined as individuals who
assumed the responsibility to connect students of color to resources. Overall, Museus and
Ravello suggested that advisors who are warm and go the extra mile in assisting students of
color have a greater impact on the retention and persistence of students of color. Their
findings added to the practice of meaningful academic advisors’ method or delivery of
services that may contribute to the success and satisfaction of students of color at PWIs.

Success for African American and Latinx students in higher education also decreases
generational poverty. It is important that community colleges examine the resources and
services they provide to increase the success of African American and Latinx students so
they might have a greater chance of upward mobility. De Vuijst, Van Ham and Kleinhans
(2017) tracked low-income students from 1999-2012 to determine if they would remain in
low-income neighborhoods once, they became adults. De Vuijst et al. found that children
who lived in poor neighborhoods growing up were more likely to live in poor neighborhoods
when they become adults (37.8% of 12 years after leaving the parental home), compared to
children who grew up in rich neighborhoods (14.2% of 12 years). However, De Vuijst et al.
also found that higher education weakens the cycle of poverty because students that earned a
college degree were less likely to return to low-income neighborhoods as adults. College
completion was found to also address generational poverty.

Cuthrell, Stapleton and Ledfor (2009) described three types of poverty: situational,

absolute poverty, and generational. Situational poverty occurs through certain life changes



like illness or loss of employment but usually does not last for long periods. Absolute poverty
centers on sustenance, essentials, and living without the ability to enjoy social and cultural
expenditures. Lastly, generational poverty has to do with a continuous cycle of poverty
involving two or more generations of family (Cuthrell et al., 2009). Generation poverty may
be interrupted with education. Torche (2011) completed a national analysis of class mobility
across levels of schooling by examining data collected from several surveys. Findings
indicated that a bachelor’s degree weakens the intergenerational association of household
income. Thus, individuals born into low-income families are more likely to break from that
social status of poverty upon earning a bachelor’s degree (Torche).

Since higher education can break the social status of poverty, the success of students
of color in higher education benefits local communities and our nation. The American
Association of Community Colleges (AACC) (2014) reported that the 2012 student
population of our country’s community colleges would generate a present value of $1.1
trillion in added income to the country over their working lives. This added income to our
country would be supported by a stronger employment rate enjoyed by college graduates
(Baum, Ma, & Payea, 2013; Economic Modeling Specialists Intl (E.M.S). 2014). Individuals
with higher levels of education are also likely to enjoy a higher level of income and physical
health (Baum et al., 2013; E.M.S., 2014). Education provides many benefits that exceed a
good job and low employment rates, our society benefits as communities are saved from
generations of poverty, and our economy and tax payers are saved from the burden of
providing government assistance to undereducated communities (Baum et al., 2013; E.M.S.,
2014). More importantly, an educated citizen participates in a democratic society and helps

to improve the quality of life for others. Fortunato and Panizza (2015) believe that a



democratic institution or society’s performance is dependent on the number of educated
people. Moreover, Fortunato and Panizza suggested that education improves the political
engagement and participation of citizens, increasing their ability to select good candidates
and evaluate elected officials.

The participation in a democratic society is important to ensure the issues and topics
relevant to communities are addressed. Kilgo, Pasquesi, Sheets and Pascarella (2014)
discovered that college students who participated in service learning, were more likely to
participate in political and social engagement after college. Richard, Keen, Hatcher and
Pease (2017) identified similar findings in their study of 1,066 alumni from 30 campuses,
who completed the Civic Minded Professional scale (CMP) (Hatcher, 2008), designed to
assess civic mindedness. Being civic minded, as measured by the CMP scale, was associated
with involvement in civic activities and volunteering post-graduation. They used
Checkoway’s (2014) definition of civic mindedness, “a way of thinking about and paying
attention to, the public good and the well-being of society” (p. 77). Civic mindedness
includes the knowledge, skills, dispositions, and behavioral intentions to participate in
political and voluntary actions (Steinberg, Hatcher, & Bringle, 2011). Civic actions focus on
a range of behaviors like volunteering to vote, leading boycott campaigns, and civic
organizational involvement (Richard et al., 2017). These behaviors and activities are
considered byproducts of higher education. Since higher education is likely to affect the
overall quality of life for individuals and their roles in a democratic society, it is important
that community colleges are successful in educating African American and Latinx students.

In general, there are multiple causes related to low retention and persistence for

students of color. Hausmann, Ye, Schofield and Woods (2009) found that sense of belonging



was a significant predictor of persistence for both African American and white first-year
students when combined with other variables. Hausmann et al. used three surveys to assess
365 white and Black students’ senses of belonging and its relationship to persistence. The
surveys measured students’ levels of financial difficulties, encouragement from family and
friends, social and academic integration, sense of belonging, institutional commitment, goal
commitment, and intentions to persist on a 5-point ordinal Likert-scale. The largest total
effect on intentions to persist for African Americans students was from encouragement of
family and friends, followed by institutional commitment, goal commitment, and sense of
belonging, (ranked 4™ among the variables) which combined accounted for 80% of the
variance observed. For white students, the largest total effect on intentions to persist was
from encouragement from family and friends, followed by institutional commitment, goal
commitment, academic development, sense of belonging (ranked 5" among the variables),
faculty interactions, financial difficulty, and ESB (enhanced sense of belonging) treatment,
which combined accounted for 74.7% of the variance observed. The largest total effect on
actual persistence for African American students was GPA, followed by intentions to persist,
encouragement from family and friends, institutional commitment, goal commitment and
sense of belonging (ranked 6 among the variables), which combined accounted for 47.3% of
the variance observed. For white students, encouragement from family and friends,
institutional commitment, GPA, goal commitment, academic development, sense of
belonging (ranked 71" among the variables), and ESB (enhanced sense of belonging)
treatment were the largest total effect for intention to persist which combined was 57% of the

variance observed.



Hausmann et al’s (2009) study revealed that sense of belonging had a direct effect on
both African American and white students’ commitment to the institution but an indirect
effect on Black and white students’ intentions to persist. There was an indirect effect, as
sense of belonging strengthened students’ levels of commitment to the college, which, in
turn, was found to directly affect persistence more than sense of belonging, but the methods
of developing a sense of belonging differed between the two groups. Hausmann et al. found
that colleges would need to consider the unique issues African American students face at
PWIs, in order to help African American students develop a sense of belonging. Hausmann et
al. discovered that the enhanced sense of belonging treatment, which consist of letters and
college material sent to applicants prior to attending the college, did not enhanced African
American’s sense of belonging. Hausmann et al.’s study points to Tinto’s (1975) seminal
social integration theory that stressed the importance of students connecting to the college.

Another area linked to low retention and persistence for African American students is
the lack of financial assistance. The availability of student loans showed a positive impact for
the persistence of African American students (Jackson & Reynolds, 2013). Jackson and
Reynolds used a data set from the 1995-1996 Beginning Postsecondary Study (BPS) and its
three and six academic year follow-up data to assess overtime the educational progress and
student loan accumulation of 6,780 white and Black beginning college students between the
ages of 16-25. Their analysis used three variables from the BPS, one pertained to student
loans and the other two pertained to college achievement. The results revealed that though
10% of Black and 31% of white students completed a degree with no federal loans, yet the
college completion rates were higher for students that borrowed money. Surprisingly, Black

students that used student loans stayed in school longer and were more likely to complete a



bachelor’s degree. Financial aid counseling and advising could provide great assistance to
African American students reducing the number of students failing to persist.
Being prepared for college also has a direct link to retention and persistence.
Students who have higher levels of academic preparation during their PreK-12 education
increase their probability of completing a degree at a community college (Craig &Ward,
2008; Johnson, Wasserman, Yildirim & Yonai, 2014; Porchea, Allen, Robbins, & Phelps,
2010). Porchea et al. used the Student Readiness Inventory (SRI) results of 4,481 students
from 21 different community colleges and found that student who had high levels of
academic preparation were more likely to complete an associate degree and transfer to a 4-
year institution. Another study found that students who were academically prepared and
attended a community college immediately after graduating high school were more likely to
complete a bachelor’s degree than those who postponed college entry (Craig & Ward, 2008).
Purpose

This study’s purpose was to determine whether African American and Latinx students
who were required to see an advisor at community colleges would have a higher retention and
persistence rates than African American and Latinx students who self-advised. The major data
source came from four-years of longitudinal student retention and persistence data collected
from an urban-serving community college in the Midwest.

Prior to the implementation of the new advising policy, the college experienced a
decrease in enrollment due to the changes in our country’s economy. Juszkiewicz (2015)
reported that during the height of the recession in 2008 and 2009, enrollment at public
community colleges exceeded the enrollment increase across all institutions of higher

education. Between the fall of 2012 and the fall of 2014, Juszkiewicz then reported that the
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decline in enroliments at community colleges exceeded the enroliment decline of all
postsecondary institutions. It is common for the enrollment of community colleges to
fluctuate with the rise and fall of the economy (Juszkiewicz, 2015). The decrease in
enrollment is usually due to the improvement with the economy as students return to the
work force after having survived the recession (Juszkiewicz, 2015). This was reflected in the
unemployment rate of the city where the community college is located. In 2009 the
unemployment rate of the Midwest city, the site of the study, was 11% which was reflected
in the enrollment rate of the community college that experienced an all-time high enrollment
of 11,751 in 2009. In 2013, the unemployment rate of the city was 8.2% and continued to
drop to 5.6% in 2015. The enrollment of the college also dropped to 9,544. The consistent
drop in the unemployment rate was also reflected in the decline in the enrollment of the
community college, consistent with Juszkiewicz’s assessment of how the economy affects
the enrollment of community colleges.

Research Questions

The following research questions guide this proposed study.

1- Are there statistically significant differences between retention rates of community
college students who receive mandatory advising and community college students
who do not receive mandatory advising?

2- Are there statistically significant differences between persistence rates of community
college students who receive mandatory advising and community college students
who do not receive mandatory advising?

3- Are there statistically significant differences between retention rates of African

American and Latinx community college students who receive mandatory advising
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and African American and Latinx community college students who do not receive
mandatory advising?

4-  Are there statistically significant differences between persistence rates of African
American and Latinx community college students who receive mandatory advising
and African American and Latinx community college students who do not receive
mandatory advising?

Questions 1 through 4 will be assessed using a Chi-square analysis.

Definition of Terms

Academic Advising

There have been many definitions used to describe academic advising. For this
proposed study, Kuhn’s (2008) definition provides the most fitting description of the function
of academic advising. Kuhn believes that academic advising takes place in "situations in
which an institutional representative gives insight or direction to a college student about an
academic, social, or personal matter. The nature of this direction might be to inform, suggest,
counsel, discipline, coach, mentor, or even teach.” (p. 3)
Retention

The Integrated Postsecondary Education Data System (IPEDS), which is the primary
source of retention information for the nation, defines retention as a measure of the rate at
which students persist in their educational program at an institution expressed as a
percentage. For four-year institutions, retention is the percentage of first-time bachelor (or
equivalent) degree seeking undergraduates from the previous fall who enrolled in the current

fall. For all other institutions retention is the percentage of first-time degree or certificate
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seeking students from the previous fall who either re-enrolled or successfully completed their
program by the current fall (Voigt & Hundrieser, 2008).
Persistence

Persistence is defined as the enrollment headcount of any cohort compared to its
headcount on its initial official census date. The goal is to measure the number of students
who persist term to term and to completion (Voigt & Hundrieser, 2008). For this study,
persistence will be defined as the completion of up to six or more semesters.
Community College/Two-Year Institution

Community college and two-year institution are used interchangeably within higher
education. Snyder through The National Center for Education Statistics (NCES) (Snyder,
2014) defines community colleges or two-year colleges as a postsecondary institution that
offers programs of at least 2 but less than 4 years duration. This includes occupational and
vocational schools with programs of at least 1800 hours and academic institutions with
programs of less than 4 years. This does not include bachelor's degree- granting institutions
where the baccalaureate program can be completed in 3 years.
Black/African American

Black and African American are used interchangeably within higher education
research. As such, this study will use them interchangeably. NCES (Snyder, 2014) defines
Black/African American as a person having origins in any of the black racial groups of

Africa (except those of Hispanic origin).
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Latinx

A person who lives in the US and who comes from, or whose family comes from,
Latin America; used when you do not want to say that the person is a man or woman (Salinas
& Lozano, 2017).

White

A person having origins in any of the original peoples of Europe, North Africa, or the

Middle East (except those of Hispanic origin) (Snyder, 2014).
Overview of Methodology
Data Analysis

Study site. The site for this study was a community college located in an urban
community in the Midwest. The college has three locations: a main campus that offers
degrees and certificates, a technical educational center that offers technical certificates that
can be completed in less than one year, and a satellite campus located about 40 minutes away
from the main campus that offers degrees and technical certificates.

Measurement. Data was collected through the college’s office of institutional
effectiveness. One data set was used with two separate markers identified as mandatory
advising and non-mandatory advising. Mandatory advising semesters consist of Fall 2013,
Fall 2014, Fall 2015 and Fall 2016 degree seeking and or certificate seeking students with
less than 30 credit hours who were required to meet with an academic advisor prior to
enrolling each semester. Non-mandatory advising semesters consist of Fall 2009, Fall 2010,
Fall 2011, and Fall 2012 degree seeking and or certificate seeking students who have earned
less than 30 credit hours who were not required to meet with an academic advisor prior to

enrolling each semester.
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Participants. The study consists of all students attending an urban community
college in the Midwest. The students were seeking either a degree or certificate and had
earned under 30 credit hours at the college.

Statistical analysis. Chi-square statistics were used to determine the differences
between retention, persistence rates of students who received mandatory advising and
students who did not receive mandatory advising. Significance was set at p <.0.5 for all tests.

Theoretical Framework

The theoretical framework for this study consist of three theories that are considered
foundational theories for student persistence and retention: integration, involvement, and
student engagement. Tinto’s integration theory (1975) points to the importance of integration
into college culture and community, explaining that the absence of such could lead to exiting
the college. However, Astin (1984) points to the importance of not only integrating into the
college, but also the importance of the quality and quantity of involvement that takes place
during the process of the aforementioned integration. Kuh adds what | believe to be variables
that exist outside of the role of the student, which are policy and procedures of colleges to
encourage and provide opportunities for students to engage with the campus community
(1991, 2003, 2008, 2009). A short introduction to all three theories follows.

Integration Theory

Tinto’s integration theory (1975) is considered one of the leading theories on
retention and persistence, grounded in Durkheim’s (1951) classic theory of social factors
centered on suicide. Durkheim’s theory was first applied to student retention by Spady in
1970. Tinto later refined his integration theory in 1975 by connecting it to a student retention

and persistence model. His study was the first attempt to explain rather than describe the
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process that leads to a student dropping out of college. Tinto situated his integration model
within an understanding that individuals come into a social organization, which in the current
setting would be a community college. The interactions that students have at a college
community involve an academic system of faculty and staff, and a social system of peers;
both systems create varying degrees of academic integration and social integration (Tinto,
1975, 1993). In turn, integration causes changes in students’ commitment to the college
community leading to persistence or attrition from the college (Tinto, 1975, 1993). Tinto
borrowed from Durkheim’s (1951) belief that certain factors lead to persistence in life. In
essence, the strength of the connection the individual experiences with people connected to
the college, whether it be college faculty, staff, of other students, would determine a student’s
persistence at the college (Tinto, 1975).
Involvement Theory

Astin’s (1984) developmental theory provides another perspective for the theoretical
framework of this study. Astin presented a theory that focused on student involvement and its
connection to student retention and persistence. Student involvement is defined as the
amount of physical and psychological energy devoted to the academic experience. Therefore,
according to Astin’s theory, a very active student is one that spends a large amount of time
and energy studying and participating in campus activities and student organization.
However, the opposite of such a student would be one who is uninvolved, fails to complete
assignments, spends a short amount of time on campus and abstains from extracurricular

activities.
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Astin’s (1984) theory has five basic hypotheses:

e The investments of physical and psychological energy in various objects
represents the level of involvement.

¢ Involvement happens along a continuum that varies per student with different
manifested degrees of involvement in various objects.

e Involvement consists of quantitative and qualitative features represented by
the amount or effort of involvement.

e Student learning and personal development are relative to the quantity and
quality of student involvement in educational programs.

e The effectiveness of educational policy or practice relates to the ability of the
policy or practice to increase students’ involvement.

Astin’s (1984) student involvement theory suggested that the curriculum presented in
educational settings must elicit sufficient student effort and desire to invest energy that will
bring about learning and development. Involvement theory focuses more on the resource of
student-time over institutional resources, believing that the level or completion of
developmental goals is a direct result of the time and effort given to activities designed to
produce gains.

Student Engagement Theory

The third theory of persistence and retention used as a part of the theoretical frame for
this study is Kuh, Schuh, and Whitt’s (1991) understanding of student engagement theory.
Kuh et al. used the term “involving college” which helped to set their theory apart from
Astin’s (1984) involvement theory, which focused on the quality and quantity of student

involvement demonstrated through five hypotheses. Kuh (2003, 2008, and 2009) believed
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that student engagement is a collaboration of time and energy students give to educational
activities inside and outside of the classrooms and the policies and practices that institutions
use to encourage students to participate in activities. The policies and practices explored in
Kuh’s et al. 1991 analysis of “involving colleges” provides an additional variable to Astin’s
(1984) involvement theory in that Kuh (2003, 2008, 2009) believes that colleges need to
encourage students to participate and provide methods that create a culture of willingness
through policies and practices.

Kuh’s (2003, 2008, 2009) definition of engagement theory rest on three factors
believed to have a great impact on influencing and encouraging students to participate in
campus activities. These are as follows:

e A clear, coherent philosophy that sets expectations for student behavior and

guides the development of campus policies and practices

e A campus culture that encourages student participation and loyalty

e People committed to student learning who appreciated the importance of out-of-

class experiences to the aims of the institutions. (Kuh, Schuh, & Whitt, 1991, p.
50)

Tinto’s (1975) integration theory, Astin’s (1984) involvement theory, and Kuh’s
(1991) engagement theory build upon each other and provide a theoretical framework for this
study. Academic advising provides the opportunity for students to connect with a
representative of the college who can create and suggest opportunities for students to be
involved. The relationship created with an advisor can also create an information network
established to assist the student in navigating the college campus resources. Kuh’s (2003,

2008, 2009) belief of the importance of colleges creating policy and practices that encourage
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engagement supports the value of required advising that provides an opportunity for students
to engage outside of the classroom with a representative of the college (Kuh et al., 1991). In
chapter two, | will provide a deeper review of all three theories and present current empirical
studies relevant to each theory as well as opposing theories.

Significance

This study may provide useful data to influence how community colleges work to
improve the retention and persistence of students of color, particularly African American and
Latinx students. Museus and Ravello’s (2010) study found that proactive academic advising,
which is advising that places the responsibility of developing the relationship between an
academic advisor and the student on the academic advisor, has a strong impact on the success
of students of color. This proposed study uses a proactive advising approach, so the results of
this study could provide useful data that would add to Museus and Ravello’s findings of
methods that lead to the success of students of color.

Orozco, Alzarez and Gutkin (2010) found that the quality of the relationships
between advisors and students as important to students’ perception of advisors’ genuine
concerns for their success. Students that met with general advisors that were not really vested
in developing a relationship with them did not have a strong impact on the retention of
students. This proposed study is intended to add to the existing literature regarding the
importance of required advising needed for the retention and persistence of students at
community colleges. Kot (2014) compared first-time full-time freshmen who used advising
with those who did not and found that students that used advising had an increase in the first

and second-term GPA and their first-year cumulative GPA. Kot also found students that
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received advising had a decrease in first-year attrition compared to those who did not use
advising.

Chapter One provided a summary of this study, including the overview of the
methodology. Chapter Two includes an expansion of the theoretical framework with an in-
depth review of theories pertaining to the persistence and retention of students in higher
education, followed by Chapter Three; the literature review. The methodology is the focus of
Chapter Four which outlines the research design and data analysis with attention given to

limitations of this study and ethical considerations.
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CHAPTER 2

THEORIES OF STUDENT DEVELOPMENT

Various theories support factors associated with persistence and retention.
Theoretical frameworks provide the why of these factors. This chapter will explore three
theories related to retention and persistence: integration theory, involvement theory, and
student engagement theory. Gaining an understanding of why particular factors can increase
student persistence and retention gives colleges tactics to build effective strategies for the
successful completion of the students who are the units of analyses of this study, African
American and Latinx students.

Integration Theory

Tinto’s (1975) integration theory was grounded in Durkheim’s (1951) classic theory
of social factors around suicide. Durkheim’s theory was first applied to student retention by
Spady (1970) that presented a sociological model of the dropout process by focusing on
social integration, influenced by the satisfaction of one’s college experience and the
commitment to the college. Spady believed that satisfaction with one’s college experience
stemmed from the available social and academic rewards; thus, commitment to the college is
established by a sense of integration into the college and large amounts of positive rewards.
Tinto further refined Durkheim’s theory connecting it to a student retention and persistence
model. His study was the first attempt to explain rather than describe the process that leads to
a student dropping out of college.

Tinto (1975, 1997) situated his integration model within an understanding that
individuals come into a social organization, which for this proposed study will be a

community college. The interactions that students have in a college community involve an
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academic system of faculty and staff, and a social system of peers; both systems create
varying degrees of academic integrations and social integration (Tinto, 1975, 1997; Barnett,
2011). In turn, integration or the lack thereof causes change in students’ commitments to the
community college leading to persistence or attrition (Tinto, 1975, 1997; Barnett, 2011).
Tinto borrowed from Durkheim’s (1951) belief that certain factors lead to persistence in life.
In essence, the strength of the connection an individual experiences with people connected to
the college, whether it be college faculty, staff, or other students determines a student’s
persistence in college.

Current theorists have critiqued Tinto’s theory of integration by expanding it and
reviewing uncharted components. Stuart, Rios-Aguilar and Deli-Amen (2014) challenged
Tinto’s original theory (1975) and understanding of persistence at community colleges by
presenting a model that reviewed the economic factors affecting persistence. They suggested
that community colleges develop programs to acknowledge and align students’ experiences
with their understanding of selected careers and the availability of jobs. Stuart et al. not only
believed that students need the socio-academic experience with faculty, staff and peers in
order to determine whether they should persist but they also need to be aware of the labor
market in relation to their chosen career. Stuart et al. presented a human capital model that
stressed students should examine the benefits of their education in regards to the cost and the
increase in income as a direct result in their investment in future education. Further, they
pointed out that community colleges would benefit by developing career exploration
programs that will allow students to investigate their capital payout in relation to their

educational choices.
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Evidence of a human capital model pertaining to retention and persistence is seen in
the enrollment trends of community colleges. The American Association of Community
Colleges (AACC) reported in a 2015 progress report that community colleges’ enrollment
trends follow the trends our economy (Juszkiewiez, 2015). As our economy improves,
enrollment in community colleges began to spiral downward; as it is believed that students
began to find jobs that in accordance to Stuart et al (2014) is the result of students examining
the investment rates of the payout from the completion of their degree or certificate.
However, Tinto (1975) did not believe that the job market affects a student’s decision to
attend college or persist. Tinto’s belief was that human capital theories only sought to explain
dropout from individual institutions of higher education rather than provide an explanation of
why students drop out from systems of higher educational institutions. Nevertheless, Stuart et
al believed that a human capital model is a missing link to Tinto’s integration theory and
influences the persistence rate of students at community colleges. Considering the increasing
cost of higher education, even among community colleges, Stuart et al. offer an explanation
of economic factors affecting persistence.

Tinto reviewed other theories related to the persistence of college students. However,
his analysis of the various theories led Tinto to believe that these theories only presented
parts of the problem related to persistence and failed to provide independent effects of
various factors. Contemporary theories view Tinto’s integration theory as the foundation of
retention studies; however, it is believed that there are various factors that need to be
critiqued in light of current trends and issues within higher education. Variations like types of

schools, racial /ethnic groups, and gender, causes researchers today to see missing elements
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within his theory that he may have dismissed when developing his original theory because
these groups where not researched as well in 1975.

With nearly half of undergraduate students attending community colleges in the
United States (Juszkiewicz, 2015), it is important that higher education administrators and
advisors take a closer look at Tinto’s integration framework in relation to community
colleges. Tinto (1975, 1997, and 1998) believed that students are more likely to stay enrolled
at an institution if they are connected to the social and academic life of the college, in other
words if they are integrated into the college. Students that fail to be integrated may find the
institution to not be a good fit for them and will choose to withdraw from the school. Tinto
further explained that students must integrated both socially and academically. As such, he
believed that academic integration happens when students connect to the intellectual values
and beliefs of the campus through interactions with students and faculty members inside and
outside of their course work. Social integration occurs when students develop relationships
with their peers outside of the classroom (Tinto, 1975, 1997 and 1998).

In 1997, Tinto questioned whether social integration would be important at
community colleges, as his original theory of 1975 did not examine the relevance of social
integration at community colleges but rather suggested that it would still be important at
community colleges in some variation. Deil-Amen (2011) and Karp, Hughes and O’Gara
(2010) presented studies that examined the use of social integration at community colleges
and found that information networks and college specific “agent” or “agents” were effective
in helping students feel connected and integrated to the campus. Deil-Amen collected data
through surveys, interviews and observations of 238 students, staff, and faculty at seven

public and seven private community colleges. Of the student population 37% were Latinx,
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35% were African American, 19% were white, and 9% were of Asian, Indian or Middle-
Easter descent. Karp et al. also conducted a similar study where they interviewed 46-second
semester community college students and re-interviewed the same students six months later.
The participants for their study came from two urban community colleges. Though Deil-
Amen’s findings were associated with, students in career-related programs both studies
reported that making connections with students and college faculty or staff members that
assisted them in navigating their college gave them a sense of belonging. Deil-Amen’s study
reported that 92% of the students specified that a college “agent” or “agents” (p. 61) were
related to their sense of belonging and succeeding at their college. Karp et al. found that 61%
of the participants of their study reported that engaging in information networks was related
to their sense of belonging and academic success and 26% of the students reported that they
felt integrated into the college due to being a part of a network. These networks or “agents”
were established through interactions within the classroom and outside the classroom with
more of an academic function but with some social elements. Karp et al. discovered that
students that had information networks felt as though they could handle any challenge
presented to them by the college and that these networks helped make the college smaller and
more manageable. The study presented by Deil-Amen described these networks as
institutional actors or agents that were instrumental in helping students navigate the college.
The interesting thing about both studies is that they did not necessarily refute the importance
of social integration but rather redefined its existence on community college campuses.
Karp, Hughes, and O’Gara (2010) found that information networks had a relationship
component that allowed students to feel socially connected to the campus through the sharing

of information related to academic experiences. The development of social relationships
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through academic experiences was uncharted by Tinto’s original theory of 1975 though his
later work on classrooms as communities (1997) did discuss the importance of student
connecting with their peers and faculty members in their classroom. Karp et al did not report
any sub-group patterns but Deil-Amen (2011) found that African American students desired
a cultural connection with an individual or group. Tinto’s original work conducted in 1975
suggested that social integration happened outside the classroom Karp et al. found that social
integration happened through information networks that were developed through academic
sources like the classroom. Karp et al. found that students that developed networks that were
created through extracurricular activities did not report feeling connected or integrated to the
campus. Students in this study reported that they developed their information network within
a College 101 or Student Success course. These courses created, as Tinto’s 1997 work
suggested, the opportunity for students to connect with their peers and instructors through
class discussions and sharing of information, which is necessary to develop a social network.
Barnett (2011) conducted a study of 333 community college students who completed surveys
that assessed how likely they were to return the following semester. Results showed that
academic integration was directly related to intent to persist and faculty validation had an
indirect effect on persistence for students at community colleges as faculty validation
provided a sense of academic integration. In fact, faculty validation explained 47% of the
variance.

While many of the aforementioned studies focus on traditional students who were full
time students, non-traditional working students often find ways for social integration into
college life. Gilardi, and Guglielmetti (2011) conducted a study that examined the behavioral

social interaction of 228 non-traditional students, students who worked at least part-time, in
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the Italian university system. Gilardi and Guglielmetti found that non-traditional students
made informal contacts outside of the class a priority. Furthermore, Gilardi and Guglielmetti
found that students who had high levels of interaction with staff, faculty and students had a
strong association with renewal of enrollment. In fact, 96.2% enrolled while only 3.8%
dropped out. Forbus, Newbold and Mehta (2011) conducted a study that examined how 97
non-traditional and 374 traditional students, attending a southwestern 4-year university,
manage their time, stress factors and coping strategies. Forbus et al. found that non-
traditional students places less interest and importance on social activities outside of class.
The results of study came from self-administered questionnaire. The results showed that the
mean importance level of having fun at school was 5.1 for traditional and 4.1 for non-
traditional. Furthermore, non-traditional students in this study had a mean of 3.1 compared to
4.1 of traditional students when measuring the level of participation in social events.

Karp, Hughes, and O’Gara (2010) and Deil-Amen (2011) presented evidence that
social and academic integration happens at community colleges but occurs as a unit with
academic integration, through the development of information networks, or agents as the
foundation. Therefore, Tinto’s original 1975 theory holds some truth regarding social
integration on community college campuses; yet, Karp et al. helped to identify the construct
in which it occurred by redefining the existence or development of social integration for
community colleges. Though Gilardi, and Guglielmetti’s 2011 study was conducted with
university students, its results supported Tinto’s belief that integration is related to
persistence and retention.

Tinto’s integration theory is one of several retention and persistence theories that

examines the interaction of college students within the culture and community of college
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campuses. Astin is also a well citied theorist that has presented a developmental theory
within higher education to explain student persistence and retention. His theory is discussed
further below.
Involvement Theory
Astin’s (1984) developmental theory is another theoretical framework for this study.
Astin focused on student involvement and its connection to student retention and persistence.
Involvement is defined as the amount of physical and psychological energy devoted to the
academic experience. Astin’s theory has five basic hypotheses:
e The investments of physical and psychological energy in various objects
represents the level of involvement.
e Involvement happens along a continuum that varies per student with different
manifested degrees of involvement in various objects.
e Involvement consist of quantitative and qualitative features represented by the
amount or effort of involvement.
e Student learning and personal development is relative to the quantity and
quality of student involvement in educational programs.
e The effectiveness of educational policy or practice relates to the ability of the
policy or practice to increase students’ involvement. (p. 519)
Outcalt and Skewes-Cox’s (2002) study of involvement, interaction and satisfaction
at Historically Black Colleges and Universities (HBCUSs) explored Astin’s (1984)
involvement theory by looking at the impact of student involvement at HBCUs. Outcalt and
Skewes-Cox compared 443 African American students attending Predominately White

Institutions (PWIs) with 443 students attending HBCUs and found that African American
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students that attended HBCUSs showed a greater level of academic involvement than students
attending PWIs. This amount of academic involvement translated to a higher level of
satisfaction among African American students attending HBCUs with 80% reporting
satisfaction in comparison to 74% of African American students attending PWIs. Outcalt and
Skewes-Cow’s study provided support to Astin’s involvement theory but also supported their
own theory of reciprocal engagement with the belief that environmental and cultural
conditions of the campus influenced student involvement. However, it could be argued that if
African American students at PWIs participated more in activities they would experience a
greater connection to the college. Nevertheless, Outcalt and Skewes-Cow’s study brings to
light the importance of a campus environment that encourages student involvement.

Strapp and Farr’s (2009) surveyed 71 seniors about their participation in psychology
related activities. Results showed that involvement was related to satisfaction, r = .363 and
GPA r = .279 but satisfaction was not correlated to GPA, r = .028. However, Sidelinger and
Booth-Butterfield (2010) found that student involvement is influenced by the connectedness
between students and class size with 16% of variance being explained by this model.
Moreover, the more connected students felt to their peers the more likely they were to be
involved and participated in class. For this study, Sidelinger and Booth-Buterfield surveyed
434 undergraduate students and measured the following areas: teacher confirmation,
classroom connectedness, in-class involvement, and out-of-class involvement. Similar results
were found in Strayhorn’s (2008a) study where African American and white male students
reported a sense of belong when interacting with diverse peers. In this study, Strayhorn
compared the College Student Experiences Questionnaire (CSEQ) results of 231 African

American male students and 300 white male students attending a PWI. Both African
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American males and white males reported a greater sense of belonging when interacting with
diverse peers, however the regression was higher for white males than African American
males, .25 and .24 respectively. In another study, Strayhorn (2008b) examined the influence
of academic and social experiences on Latinx students’ sense of belonging also using the
CSEQ. In this study, Strayhorn compared the results of 289 Latinx and 300 white students’
responses to the CSEQ. The results of this study also showed that sense of belonging was
influence by interacting with diverse peers combined with earned grades and time spent
studying. However, the variance was higher for Latinx students than white students, 11% and
7% respectively. In contrast, Webber, Krylow and Zhang (2013), using results from the
National Survey of Student Engagement (NSSE), found the exact opposite by examining
1,269 students’, attending PWIs. Involvement with diverse peers was negatively related to
GPA, while students with multiple interactions with faulty in and outside of the class,
involvement in academic activities, social activities, and earned higher grades had higher
levels of satisfaction with college, R2 .268 for first year students and R2 .316 for seniors
(Webber et al., 2013). This study strongly supports Astin’s (1984) notion on time-0on-tasks
and his belief that quality and intent of time spent on tasks lead to greater levels of
involvement, which leads to greater academic success.

Astin’s involvement theory is supported by various studies and provides a theoretical
framework for this study, along with Tinto’s (1975) integration theory and Kuh, Schuh, &

Whitt (1991) engagement theory, to be discussed next.
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Student Engagement Theory

Kuh, Schuh, & Whitt’s (1991) definition of engagement theory rests on three factors
believed to have a great impact on influencing and encouraging students to participate in
campus activities:

e A clear, coherent philosophy that sets expectations for student behavior and

guides the development of campus policies and practices.

e A campus culture that encourages student participation and loyalty.

e People committed to student learning who appreciated the importance of out-of-

class experiences to the aims of the institutions.
(Kuh et al.,1991 p. 50)

Kuh’s (2003) review of the National Survey of Student Engagement (NSSE) found
that full-time students who lived on campus were engaged more in comparison to students
who were not full-time and did not live on campus. The study also showed that 42 % of
seniors reported to have completed community work or service-learning projects as a part of
a class assignment and 90% of students reported collaborating on class task and projects
(Kuh). The implications of this analysis point to the need and importance of student housing
and collaborative learning experiences that engage students throughout the campus
community. In another study, Gayles and Hu (2009) examined the influence of engagement
on athletes and found that engagement had an impact on student athletes and that the absence
of it could cause them to miss out on the learning that takes place when interacting with peers
and engaging in educational activities outside of class. Gayles and Hu surveyed 410
freshmen, gathered from 21 Division I colleges and universities, using the Progress in

College (PIC) and the Social and Group Experiences (SAGE) surveys. Four areas were
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examined: (a) interaction with faculty, (b) interaction with non-teammate students (c)
participation in student organizations and activities, and (d) participation in academic
activities. Results showed that interaction with other students, interaction with faculty, and
the participation in academic related activities related positively to the learning and
communication skills of student athletes and accounted for 20% of the explained variance.
This study, though directed towards student athletes, provides empirical evidence that points
to the need for student engagement and the impact that it can have on student’s self-concept
and learning outcomes needed to persist.

Saenz et al. (2011) provided a study that examine the impact of engagement at
community colleges. Saenz et al. used survey data from the Center for Community College
Student Engagement (CCCSE) to examine similarities and difference that exist across
student levels of engagement at community colleges. They used a sample from 663
community colleges with 320,000 students participating. The study sought to reveal and
address the diverse needs of community college students. Saenz et al. found that students
were either consistently detached from their school environment or highly involved.
Furthermore, students who were prepared for assignments ranked highest on engagement.
Saenz et al. also found that female students were more engaged than their male counterparts
were. The results of this study support Kuh’s et al. engagement theory (1991) in that
engagement leads to academic success. In addition, Saenz et al. found that when comparing
the cluster of low-engaged students to high-engaged students there was a direct correlation to
the number of student services used and the increasing amount of student engagement. As
such, 60% of the most engaged used three — five services often compared to 37% of least

engaged having used no services and 48% of least engaged having used only two services.
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The amount of services used could possibly be a formula of building a relationship that
encourages more engagement thus creating academic networks with the student services
professionals.

Hu’s 2011 study contradicted the Saenz et al. (2011) study in that academic was not a
predictor of persistence. Hu used data from two rounds of student surveys from 832
participants in the Washington State Achievers (WSA) program. The purpose of the study
was to examine the relationship between student engagements in activities with the
probability of persisting in college. Hu found that students with high levels of academic
engagement persisted at a lower rate than students engaged at a middle level, 80.7% and
83.7% respectively. However, students with high levels of engagement in social activities
had a persistence rate of 95.6%. Hu’s study was conducted with students attending four-year
colleges so there are some questions regarding the importance of social engagement at four-
year colleges compared to community colleges. It is possible that social engagement is more
important and necessary at four-year colleges and through social engagement, academic
engagement is developed. Kuh (1991, 2009) believed that students needed engagement to
feel connected to the college and persist. Though not addressed in Hu’s study, Kuh’s et al.
(1991), focused on the college’s role in providing the opportunities for students to be
engaged. Thus, the quality and accessibility of services might also have an impact on the
student’s ability to be engage academically.

In another study Lester, Leonard and Mathias (2013) examined the importance of
social and academic engagement for transfer students. Lester et al. interviewed 31
community college students who transferred to George Mason University. The study focused

on how transfer students engage academically and socially at a four-year college and whether
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their pattern of engagement influenced their sense of belonging. The results showed that
academic engagement was central to the success of community college students who
transferred to the George Mason University whereas social engagement was not. Social
engagement was related more to the social connections from home with family and their
hometown community instead of college life.

Kuh, Cruce, Shoup, Kinzie and Gonyea’s 2008 study provided earlier evidence that
academic based activities are positively related to academic outcomes. Kuh et al. examined
the relationship between key student behaviors and the institutional services that are
connected to student success. Kuh et al. evaluated the student records from 18 different types
of colleges and universities to see if there were links between student engagement and two
key outcomes of college: academic persistence and academic achievement. These colleges
and universities were selected based upon having administered the National survey of
Student Engagement (NSSE). They sought to determine whether engagement during the first
year of college had an impact on first-year grades and retention and if engagement had a
different outcome for different student populations like students of color. The results of the
study found that student engagement in educational activities was positively related to
academic outcomes which was reflected by first-year grades and persistence between the first
and second year term. Student’s demographic characteristics, pre-college experiences, and
prior academic achievements accounted for 29% of the variance in first-year grades.
However, student engagement accounted for an additional 13% of the variance for first-year
GPA. Additionally, Kuh et al. found that engagement also influenced second-year persistence
particularly for lower ability students and students of color. The results showed that for 72%

of this student population there was 25% increase in persistence.
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This chapter provided a summary of three theoretical frame works of retention and
persistence supported by current empirical studies. As such, Tinto’s (1975) belief that
academic and social integration helps students feel connected to the campus, which could
lead to higher retention and persistence, was reviewed and supported by current studies. In
addition, Astin’s (1984) belief that involvement is important for the retention and persistence
of college students was explored. He believed that students that are actively involved on their
college campus are more likely to persist. Kuh et al., 1991added that engagement was
another factor that would assist in the persistence of students. His theory focused on colleges
being responsible for creating opportunities for students to be engaged. Furthermore, he
believed that engagement causes the student to feel connected to the college creating a
feeling and sense of belonging. All three theories provide a strong base for the importance of
helping students feel connected to a college. It is believed that academic advising can provide
an opportunity for these three theories to be put into action by the interaction of an academic
advisor with a student. While some elements of these theories may play out differently at a
community college, academic advising might be a great solution to the retention and
persistence problem of students at community colleges; particularly African American and
Latinx students.

Chapter Three, will provide a summary of the history of community colleges. It will
also provide a review of the success of African American and Latinx students at community
colleges. In addition, the history of academic advising will be reviewed and discussed in
relation to its’ effectiveness in retaining students. Lastly, a summary of the predictors of

persistence and retention will be reviewed.
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CHAPTER 3
REVIEW OF LITERATURE

African Americans and Latinx attend community colleges at disproportionate rates,
yet have the lowest retention rates of all students (Juszkiewiez, 2015). As such, community
colleges have become the gateway to higher education for African Americans and Latinx, yet
many are underprepared and face obstacles achieving success (Juszkiewicz, 2015). The
success of African American and Latinx students at community colleges is important,
considering the rapid growth and changes to our country’s racial and ethnic demographics,
the current level of poverty experience by these two populations, and the social ramifications
of an uneducated population.

The purpose of this study is to determine the impact of academic advising on the
retention and persistence of African American and Latinx students at community colleges.
Whereas the social and academic integration of students has been shown to be effective in
improving the persistence and retention of students (Karp, Huges, & O’Gara, 2010), campus
resources such as academic advising can provide elements of social and academic integration
thus helping African American and Latinx students integrate.

This chapter provides a review of the literature that serves as the foundation for this
study, guided by the research questions. Rowley and Slack define a literature review as “a
summary of a subject field that supports the identification of specific research questions”
(p.31). To establish the foundation of this literature review, empirical studies and national
reports were gathered from databases such as the Education Resources Information Center
(ERICO), ProQuest, Google Scholar, and related books. The following terms and words were

used in various combinations to find the studies and books related: community college,
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junior college, two- year college, students of color, African American students, African
American males, Latino(a), Latinx, Hispanic, Latinx males, academic advising, retention,
persistence, history of advising, history of community colleges, students of color at
community colleges, academic predictors, poverty and higher education, civic mindedness,
norm schools. To assure that all studies and reports were current, searches were limited, with
some exceptions, to publications between 2007 and 2017. Some exceptions were made when
reviewing historical areas that needed an historical perspective and when areas had a limited
amount of publications needed to support the research questions and hypotheses.

A summary of the history, purpose, and demographics of community colleges is
provided and serves to situate the problem that confronts African American and Latinx
students regarding retention within a broader context. The literature review will also discuss
the experiences, enrollment patterns, and success rates of African American and Latinx
students at community colleges. In addition, a review of the history of academic advising will
be presented along with a discussion of the effectiveness of advising as a retention strategy.
The chapter will conclude with a review of literature that examines strategies related to the
predictors of persistence and retention of students.

Community Colleges

Community colleges have evolved out of the political, social and economic struggles
of various periods. The social issues and struggles facing community colleges today chart a
new direction for community colleges. Their survival has been due to their ability to adjust
and meet the needs of their communities. However, with the large number of students of

color attending community colleges and the low success rates of such students, the history
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and origins of community colleges becomes important in understanding the role community
colleges play in educating students of color.
History of Community Colleges

The origins of community colleges started with normal schools that predated high
schools as institutions of secondary education (Beach, 2012; Jurgens, 2010; Ogren, 1995;
Wright, 1930). In fact, normal schools were created during the early 1800s to educate
teachers for public primary schools, though few students went on to pursue a career in
teaching (Beach, 2012; Jurgens, 2010; Ogren, 1995; Wright, 1930). Many students saw
normal schools as institutions of higher education and a vehicle for social mobility (Beach,
2012; Jurgens, 2010; Ogren, 1995; Wright, 1930). From this focus, normal schools became
known as the “people’s college” (Beach, 2012 p.4) because they offered paths into higher
education for many Americans who would not have been able to attend college (Jurgens,
2010; Ogren, 1995; Wright, 1930). Therefore, it was through the educational reform of
normal schools that junior colleges were created (Beach, 2012; Jurgens, 2010; Ogren, 1995;
Wright, 1930).

As early as the mid-1880s, Henry Tappan, president of the University of Michigan;
William Mitchell, a University of Georgia trustee; and William Folwell, president of the
University of Minnesota, developed the original proposals for community colleges (Beach,
2010; Jurgens, 2010; Russo, 2009). All believed that lower-division preparation in
universities was an unnecessary burden for universities, and kept universities from reaching
their full potential (Beach, 2012; Cohen & Brawer, 2013; Jurgens, 2010; Russo, 2009).
Likewise, William Rainey Harper at the University of Chicago, David Starr Jordan of

Stanford, and Edmond James of the University of Illinois presented a modification to the
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American educational system to reflect a European model, making universities responsible
for higher level scholarship and junior colleges responsible for providing vocational and
technical training (Kintzer & Bryant, 1998; Witt, Wattenbarger, Gollattscheck & Suppiger,
1994).

In the early 1900s, the University of California, Berkely (UCB), established a
program that encouraged high schools to offer college-level classes (Jurgens, 2010). Students
were able to earn up to 45 units while in high school and earn junior certificates, the
precursor to the associate’s degree, counting as the first two years at Berkely (Jurgens, 2010;
Beach, 2012). With the growth of high school graduates in the early 1900’s, junior colleges
eventually became the answer for many high school graduates seeking a postsecondary
education (Beach, 2012; Cohen & Brawer, 2013; Jurgens, 2010; Russo, 2009). As such, the
concept of a junior college evolved further from a university branch system that offered
lower-division work at either a high school, university or separate facility (Beach, 2012;
Cohen & Brawer, 2013). The first public junior college was Joliet Junior College in Illinois;
created in 1901 as a part of the Joliet public high school with a fifth and sixth year of courses
added to the high school curriculum (Beach, 2012; Jurgens, 2010; Wattenbarger & Witt
1995). William Rainey Harper, president of the University of Chicago and J. Stanley Brown,
principal of Joliet High School are credited for the creation of Joliet Junior College; however,
Harper is responsible for creating the term junior college (Beach, 2012).

The earliest junior colleges focused primarily on a liberal arts education with the ideal
of students transferring to 4-year universities (Beach, 2012; Jurgens, 2010). Junior colleges
were regarded as an extension of high schools; yet, were part collegiate, part vocational, and

part terminal (Jurgens, 2010). In 1947, the Truman Commission Report suggested the title
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Community College because it held that junior colleges should have a broader
comprehensive mission that addressed the needs of the surrounding community (Jurgens,
2010; Russo, 2009). The Truman Commission Report purported that junior colleges have the
responsibility to address the crisis of unemployed youth by evaluating the employment needs
and opportunities within the local communities and then offer semiprofessional programs
(Beach, 2012). During the 1950s and 1960s, the term junior college applied to lower-division
private universities and the title two-year college was related to colleges that were supported
by churches or independent originations (Cohen & Brawer, 2013). By the 1970s, the term
community college began to apply to both sectors (Cohen & Brawer, 2013).

Community colleges experienced major growth from 1970 to 1980 and throughout
the 1990s; there were nearly 5.5 million students by the end of the 1990s (NCES Digest,
2001, 2006). Between 1965 and 1996, community colleges experienced a 369% growth
(Cohen & Brawer, 2013). Much of the growth was a result of social and cultural movements
like World War 11 baby boomers, equal access to colleges for individuals of color during the
1960s, and the availability of financial aid and the G.I Bill (Cohen & Brawer, 2013).
Furthermore, the growth of enrollment at community colleges has also been influenced by
the participation of older students, an increase in part-time attendance, the reclassification of
institutions, the redefinition of students and courses, and the influx of underprepared
students, women, and individuals of color (Cohen & Brawer, 2013).

Demographics of Community Colleges

The demographics of community colleges tend to reflect the communities that

surrounds them. The American Association of Community Colleges (AACC) reported in

their 2016 fast facts that there are 982 public community colleges, 90 independent and 36
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Tribal community colleges. The demographics of students by credit hours is as follows: 49%
of the students were white, 22% were Latinx, 14% were African American, 6% were
Asian/Pacific Islander, 1% were Native American, 3% were two or more races, 4%
other/unknown, and 1% Nonresident Alien (AACC, 2016). Fifty-seven percent of today’s
community colleges students are women with 43% men and the average age is 28 (AACC,
2016). Moreover, 36% of today’s community college students are first-generation, 17% are
single parents, 7% Non-U.S. citizens, 4% are Veterans and 12% of are students with
disabilities (AACC, 2016). Community colleges are an important part of our country’s
educational system considering that 45% of all 2014 fall U.S. undergraduates attended a
community college and 41% were first-time freshman (AACC, 2016).
Students of Color at Community Colleges

Community colleges have the largest population of students of color compared to four
year colleges and universities (Ma & Baum, 2016; Shapiro et al., 2017; AACC, 2016).
Therefore, it is important to understand the experiences of students of color at community
colleges. The retention and persistence rates of students of color at community colleges are
among the lowest of all students (AACC, 2016). However, there is evidence that retention
services such as tutoring, advising, and orientation can have a great impact on men of color
(Museus & Ravello, 2010). Thus, more research is needed to examine strategies that will
assist all students of color in completing their educational goals (AACC, 2016; Mangan,
2014; Shapiro et al., 2017).

African American students. In 2014, 44% of African American students were
enrolled in public community colleges (Ma & Baum, 2016). In addition, African American

students were reported to be more engaged, yet have the lowest retention and persistence rate
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of all students at community colleges (Greene, Marti, & McClenney, 2008; Shapir et al.,
2017). Furthermore, Sandoval-Lucero, Maes and Klingsmith (2014) found that African
American students reported that relationships with faculty, family support and campus
engagement and support was important to their success.

Latinx students. Studies have shown that several factors are important for the
enrollment of Latinx students at community colleges. Because of the importance of family
and the responsibility of helping to support family, factors such as accessibility, affordability,
and a support system are important and make community colleges ideal for Latinx students
(Chacon, 2013; Sandoval-Lucero et al., 2014; Saenz, Bukoski, Lu & Rodrigues, 2013).
Latinx students at community colleges tend to come from lower-income families with 80%
applying for aid, 63% receiving some form of aid or loans and 39% receiving Pell Grants
(Chacon, 2013; Saenz et al. 2013). Saenz et al. (2013) also found that Latinx students
selected community college because of the vocational programs that allows them to enter the
work force at a faster rate and the ability to take classes part-time, which allows them to work
while in school.

Studies have shown that various factors at community colleges are effective in
assisting Latinx students adjust to college. Hagedorn, Chi, Cepeda, and Mclain (2007) found
that the representation of Latinx faculty on community college campuses has an impact on
the success of Latinx students. However, other studies showed that Latinx students’ sense of
belonging was influenced by academic and social experiences with individuals with diverse
perspectives (Lucero et al., 2014; Strahorn, 2008b). The importance of ethnic representation

among faculty and staff may have more of a mentoring role; however, both studies
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demonstrate the need for more empirical research regarding the success of Latinx students in
higher education.

Mangan (2014) found that though African American and Latinx male students enter
community colleges with greater determination than their white peers, white males are six
times more likely to graduate in three years with either a degree or certificate. Furthermore, a
report, ‘Aspirations to Achievement: Men of Color and Community College’ showed that
among the low success rates of males of color, African American males participated in more
student success services than Latinx, yet had the lowest success rate (Mangan, 2014).
Moreover, Mangan found that though minority males enter community college with the
highest level of aspiration, a greater amount entered with weak academic skills. However, the
report did not indicate that male students of color lacked the ability to do college-level work.
What was stressed in the report is that many male students of color lacked the educational
experiences needed to maximize their capabilities. However, it was noted that many males of
color fail due to the fear of fulfilling negative stereotypes.

African American men. There is a need for more research on African American
students at community colleges. However, there is a growing body of research focused on
African American males which have the lowest retention and persistence rate of all students
in higher education and the lowest male to female completion ratio of all groups (AACC,
2016; Mangan, 2014; Cuyjet, 2006; Shapiro et al., 2017). African American men at
community colleges tend to be older, married with dependents, enrolled part-time, and have
lower degree expectation (Wood, Palmer & Harris, 2015). In addition, African American
men have earned 5% fewer baccalaureate degrees since 1990, yet are more engaged than all

other groups (Center for Community College Student Engagement, 2014).
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The high level of engagement of African American men could possibly be fueled by
their preoccupation with a desire to achieve, as they tend to see education as a way to
advance socially (Perrakis, 2008). There is a great need to understand this mismatch of high
engagement of African American men at community colleges with such low performance.
However, the low performance of African American men at community colleges could also
be attributed to the level of preparation, as African American men tend to be underprepared
academically (Wood, Palmer & Harris, 2015). Furthermore, some studies looked at the
challenges African American men may face measuring up to the dominant culture’s ideal of
masculinity, thereby facing feelings of failure and worthlessness, which could lead to
withdrawing and rejecting higher education (Ellis, 2002).

African American males face many challenges at community colleges (Bush & Bush,
2010; Perrakis, 2008; Strayhorn, 2008a; Wood & Williams, 2013). As such, they have shown
to have the lowest level of academic and social integration, which might be a contributing
factor in their low retention and persistence rates (Bush & Bush, 2013; Wood & Williams,
2013). African American male students at community colleges tend to enroll part-time and
part-time enrollment prevents the full incorporation into academic and social aspects of
college, part-time students also tend to have external obligations competing for their time
(Wood & Williams, 2013). However, social integration was found to be a negative predictor
of African American males’ satisfaction at community colleges (Bush & Bush, 2010;
Strayhorn, 2012; Sutherland, 2011). African American men at community colleges reported
that interaction with their African American peers was more of distraction than a tool of
support unless their peers were supportive of their pursuit of higher education and were

themselves dedicated to a goal of higher education (Bush & Bush 2010). Other studies
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suggested that African American men who interacted with a diverse peer group reported a
higher level of a sense of belonging (Center for Community College Student Engagement,
2014; Strayhorn, 2012; Wood, Palmer, & Harris, 2015). Though social integration was found
to be a negative predictor of satisfaction for African American male students (Bush & Bush,
2010; Strayhorn, 2012; Sutherland, 2011), participation in non-varsity and intramural sports
was a positive predictor of first-year persistence for African American males at community
colleges (Wood & Palmer, 2013; Wood & Williams, 2013). Other studies have shown that
satisfaction was a significant positive predictor of persistence among African American men
at community colleges (Mason, 1998; Strayhorn, 2012; Wood & Vasquez Urias, 2012).
Faculty-student interactions was found to benefit African American men at community
colleges though they are less likely to have contact with faculty (Bush & Bush, 2010;
Perrakis, 2008; Wood & Williams, 2013). However, Wood, (2010) reported that African
American men at community colleges felt that faculty avoided them. In addition, African
American men are shown to have lower levels of perceived institutional support and are
unaware of the services on campus (Bush & Bush, 2010; Wood & Hilton, 2012).

Latinx men. Overall, Latinx men have the second lowest retention and persistence
rate of all students (AACC, 2016; Mangan, 2014; Shapiro et al., 2017). However, research
regarding the success of Latinx men at community colleges is limited. The few studies that
exist have found that Latinx men at community colleges struggle with the masculine identity
of their culture, which has an impact on their retention and persistence at community colleges
(Harper & Harris, 2010; Saenz et al., 2013). Saenz et al. (2013) demonstrated that the gender
role of Latinx men, referred to as machismo, causes Latinx men to be emotionally rigid and

exhibit fear and pride that prevents them from seeking help. Such behavior tends to cause
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Latinx men to withdraw from school. Furthermore, Saenz’s et al. findings are supported by
additional studies that found that men in general are less likely to ask for help when needed
and are influenced by the social construct of masculinity (Ellis, 2002; Perrakis, 2008; Torres,
Solberg, & Carlstrom, 2002).

Latinx men tend to avoid failure thus developing a fear of failure, which can lead to
dropping out of college to run from their fears (Saenz et al., 2013). Studies regarding the
impact of the culturally assigned role of Latinx male on college completion is limited and in
need of more research given the growing amount of Latinx students enrolling at community
colleges (Center for Community College Student Engagement, 2014). Saenz et al. suggest
that for many Latinx males the concept of the machismo male is linked to the lack of success
for Latinx men at community colleges. Latinx men are largely enrolled part-time at
community colleges (Wood, Palmer & Harris, 2015). Vasquez’s (2012) study found that
Latinx men who enrolled part-time enjoyed a higher graduation rate. However, other studies
have shown that the highest graduation rate for Latinx men were at colleges with higher
levels of full-time enroliment (Wood, Palmer & Harris, 2015).

Among students of color, African American and Latinx males have the lowest
enrollment, retention and persistence rates of all students at community colleges (AACC,
2016; Mangan, 2014; Shapiro et al., 2017). African American and Latinx males face an
extreme amount of barriers to make it to and through college. Many African American and
Latinx males face economic hardships, cultural norms and values that challenge their desire
to complete a college degree (Perrakis, 2008; Saenz et al., 2013; Strayhorn, 2008b).
Additional research is needed to address the challenges that African American and Latinx

males face at community colleges.
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Academic Advising

History of Advising

Academic advising has been a part of college campuses for over one century
emerging from the belief that college faculty and administrators were seen as sub parents
(Gillispie, 2003; Harborth, 2015; White, 2015a). The function of advising originated as a
clerical function that was a part of the student registration process of each preceding semester
(White, 2015a). However, because of the growth of student enroliment and the often
changes in majors, colleges soon realized the importance of students needing more of a
focused one-on-one assistance with understanding electives within the curriculum (White,
2015a).

Academic advising has existed within Higher Education since 1841. Kramer (1995)
traced the role of faculty advisors to Kenyon College where students were required to select a
faculty member as an advisor creating the first formalization of an academic advising system.
The history of academic advising is reference to the colonial colleges where college
presidents and then faculty members assisted students with academic and personal issues and
concerns (Gordon, 2004). Gordon (2004) identified the first recognition of advising with
Johns Hopkins University in 1877 with the establishment of faculty advisors. In 1889, a
board of freshmen advisors was established at Harvard to assist students with the selection of
elective curriculum and guidance (Rudolph, 1962). A closer examination of the history of
academic advising on a college campus is shared through Gordon’s review of the evolution
of academic advising at Ohio State University. Ohio State University’s history of academic
advising mirrors the same historical development of academic advising on college campuses

during the same time period but gives a more descriptive analysis and understanding of the
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why and how advising was created and evolved to what is common on most college
campuses today.

At Ohio State University, it was recorded that in 1873 the first college president met
with the freshmen class every Friday after chapel to help orient students to the college
(Gordon, 2004). Today, our current advising system, on most college campuses, started with
the need for a representative of the college to meet with and assist students in adapting to not
only the educational components of the college, but also the social components. Simple tasks
such as changing a major were assigned to a college representative with the hope to retain
students and provide a seamless process. In 1928, Ohio State took actions to assist freshmen
students by establishing a Junior Dean system, assigning a junior dean to each undergraduate
college (Gordon). This was due to the realization that the first two years of college were such
a developmental period in a college student’s life, so more supervision was needed during the
Freshmen and Sophomore years. The junior dean was to be students’ chief advisors in all
university matters (Gordon). As such, students were required to inform the dean of their
major if they wanted to change their major. Other populations were also given special
attention and services. In the 1920s Ohio State began to address the needs of older adult
students with the first reference of advising needs for adult learners. Students that were
undecided about their majors were not acknowledged or provided assistance until 1940 at
Ohio State.

In the early 1960s, the growth in the college student population caused some schools
to create the University College to develop and promote excellence during the freshmen and
sophomore years (Murphy, 1966). The development of the University College was the result

of further growth and development of the Junior Dean system created in 1928. The
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University College at Ohio State was responsible for academic advising and orientation of
new students (Gordon, 2004). In the 1940s, the evolution of professional advisors began to
take place on the campus of Ohio State with the hiring of counselors (Gordon, 2004). In
1960, the College of Electrical Engineering was the first department to hire a full-time
academic advisor assign specifically to that department. In the 1970s, academic counselor,
academic advisor and coordinator of academic advising became the standard titles across the
campus of Ohio State.
Advising Theories

The first mentioning of academic advising was prescriptive in theory where faculty
members would translate college catalogues to assist students in the selection of courses
leading to graduation (Gordon, 2004; Harrison 2009). Faculty members focused not only on
the development of intellectual enlightenment through classical curriculum, but also on the
moral and ethical development of the whole student (Gillispie, 2003). This method of
academic advising continued until the 1960 when the first publication of student theories
started with the creation of developmental theory as the foundation for the earliest concepts
of academic advising (Gordon, 2004; Harrison, 2009; Raushi 1993). Development advising is
one of the most popular advising model created from developmental theories. This model is
rooted in educational objectives that center on the complete wholeness and wellbeing of
students that also incorporates student diversity (Harrison, 2009; Raushi, 1993).
Developmental theory was based on the understanding of the developmental evolution that
students must master in becoming educated adults (Harrison, 2009). Student development
theories focused on the belief that students should become sufficient in balancing their

emotions, establishing their identity, identifying purpose and developing integrity all within
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the process of earning their college degree (Harrison). Developmental advising has been the
foundation for the practical implementation of academic advising and has been the theory
upon which the foundation of an abundance of research regarding academic advising (Grites
& Gordon, 2000; King, 2005; Kohle & Fitzpatrick, 2015; Ugur, 2015). Though prescriptive
advising existed at the inception of academic advising, developmental advising became the
new face of advising as the need for professional advisors grew due to high enrollment at
colleges and universities. White (2015a) found in his research that it was suggested that
academic advising should come from a developmental approach upon which a new era of
academic advising was created with developmental advising becoming the backdrop of the
field of advising.

As the field of advising continued to change, the establishment of developmental
advising was replaced with a modern belief and theory that students are responsible for their
own success and survival in college (Earl, 1987). Yet, this belief does not bring about the
same desired outcome of retention and persistence of college freshmen. In 2003, the
freshmen to sophomore dropout rate was 32.7% with cross-sections of the entire freshmen
class represented demonstrating that the dropout rate was not totally related to students being
underprepared. Various advising theories address this problem of retention using different
strategies (Earl). Students are not well oriented to adult responsibilities so other advising
theories were needed to help provide guidance. One of the newer theories since
developmental theory is the intrusive advising model. Intrusive advising is a method centered
on an action-orientation that has the advisor involved with the student at a deeper level where
the advisor works to motivate the student to seek help when having difficulties (Earl, 1987).

Though some colleges are reluctant to use the term intrusive, this model requires advisors to
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do more probing into the lives of students with the intent to find the problems before they
become a problem and then provide directions to find resources on campus to help. Many
colleges now refer to intrusive advising as proactive advising still with the same focus
(Barron & Powell, 2014). Museus and Ravello’s 2010 study identified proactive advising as
an effective strategy to increase the retention and persistence of African American students.

Though advising originated more as a prescriptive model, today it has been revised
placing the advisor as the expert on the topic of student success, being able to assess the
needs of students and provide direction regarding the structure of academic programs
(Donaldson, McKinney, Lee & Pino, 2016; Earl, 1987; Schneider, Sasso, Puchner, 2017).
Today prescriptive advising is more about advisors being knowledgeable regarding college
programs and student services and for students to be able to trust that advisors are the
ultimate source of knowledge as Junior Deans where at Ohio State (Gordon 2004). In reality,
a successful advising system might consist of Intrusive advising, prescriptive and
development advising which provides the awareness of student development in relationship
to a student’s total needs (Sander & Killian, 2017).

The theoretical framework of intrusive advising is founded on three hypothesizes
from research on advising. First, professional advisors should be trained to recognize
freshmen students that are in need of assistance. Second, studies have shown that students do
respond to direct contact when challenges regarding their academic life are identified with
resources offered to help. Third, students with deficiencies can be taught how to be
successful through freshmen year and throughout their senior year (Earl, 1987; Garing, 1993;
Schneider et al., 2017). There are distinct advantages of incorporating an intrusive advising

model. Intrusive advising establishes direct contact with students providing opportunities for
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advisors to address academic challenges while the student is present and motivated to receive
assistance (Donaldson et al., 2016; Earl, 1987). This is the direct result of the relationship
built between the student and advisor. Intrusive advising also puts students in a place where
they are required to do academic planning while being self-motivated. The structured process
of intrusive advising is a benefit of intrusive advising as the concept of contrast models puts
the student at the center of the advising process, making the student an active participant
(Earl, 1987; Donaldson et al., 2016; Garing, 1993; Schneider et al., 2017).

Other advising models have shown to be effective with different populations and
between genders. Appreciative advising has been reported to be more effective for men as it
is designed to convey a genuine desire to help, which tends to be needed for men in higher
education (Forche, 2009). Appreciative advising requires advisors to go against social norms
and not see life as a series of challenges but to see life as a series of opportunities (Bloom,
Hutson & He, 2008). Appreciative advising is constructed of six steps: Disarm, Discover,
Dream, Design, Deliver and Don’t Settle (Bloom et al., 2008). Disarming requires advisors to
establish a bond with students that conveys a genuine sense of care for the student (Bloom et
al., 2008). This is established through the engagement of short talks, and by the advisor
presenting oneself as a coach or mentor. The Discover phase requires advisors to ask a series
of open-ended questions to learn more about the student’s past academic successes (Bloom et
al., 2008). The Dream phase requires the advisor to ask questions regarding the students’
dreams and aspirations ((Bloom et al., 2008). The Design phase is when the student works
collaboratively with the advisor to create a plan of solid goals and how they will be
measured. The final step of Don’t Settle, focuses on continuous improvement as the advisor

reminds the student that they should seek to continue to improve.
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The Engagement model for advising clarifies the individual’s roles and

responsibilities for the student and the advisor, creating a well-established mentor/mentee

relationship with clear expectations for both (Yarbrough, 2002). Yarbrough provided this

perspective of engagement theory in relation to the quality of an academic advising program.

The engagement advising model sees the advisor as the primary academic advisor in

assisting the student. This focus is the same as what was expected of junior deans at Ohio

State during the first creation of the advising structure at Ohio State University. In this

process the advisor functions from five primary beliefs regarding students:

The student was admitted to the college and meet the required academic
standards.

The student was introduced to the college catalog.

The student has a personal sense of his/her academic strengths and weakness.
The student has explored degree options.

The student has identified personal priorities regarding academic and

nonacademic success. (Yarbrough, 2002 p.64)

These assumptions may not be appropriated for students attending community

colleges due to their open-door policy and general admissions structure. However,

engagement theory believes that students should be able to address these areas with the

advisor and that the advisor should be aware of these areas regarding students. The belief is

that the relationship between the advisor and student will be instrumental in the successful

completion of academic progress. This is done through the four primary steps taken to

engage the student in a supportive learning process. The four steps are:

Identify the assumptions that students might bring to the learning process.
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e Assist the student in clarifying assumptions that are unclear.

e Clarify personal, professional, and educational goals of the student.

e Guide the student as they navigate through their educational curriculum.

(Yarbrough, 2002).

These areas have to be addressed before the advisor and student can further the mentoring
relationship. The engagement theory sees the advisor as an experienced tutor/mentor that
works to provide specific insight and expertise for the university and professional community
(Yarbrough).
Impact of Advising

The importance of academic advising and the use of academic advisors was made
evident from the beginning when college presidents and deans where assigned to assist
students due to the complexity of college curriculum back in 1906 (White, 2015b; Gordon,
2004). The impact of academic advising is seen in the success of students. The ability of
academic advisors to reach all students enrolled at a college is unique and identifies academic
advising as the one endeavor in higher education that is developed in such a way and is
known to have a great impact on retention and persistence (Drake, 2011; Harrison, 2009;
Kim & Feldman, 2011; White, 2015b). The relationship between the academic advisor and
student is developed so that the student is empowered to work alongside the advisor to create
and develop their own education path to their chosen career (Harrison, 2009; White, 2015b).
Wood (2012) found that students who experienced informal or social interaction with faculty
members had 283% greater odds of persisting and completing their educational goals.
Therefore, colleges that use faculty-advising models could expect to have higher persistence

rates.
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Research regarding the impact of academic advising is growing in various pockets of
higher education. Wood (2012) found that students who experienced informal or social
interaction with faculty members had 283% greater odds of persisting and completing their
educational goals. Furthermore, Wood and Williams (2013) found that interaction and
conversation about academic matters with faculty members outside of class had a positive
effect on first-year persistence for African American males. Wood and Williams’ study used
data from the Education Longitudinal Study (ELS: 2002/2006) a nationally representative
survey of 16,200 students tracking them from high school, college, and then work (2013).
The study used a two-stage research design that focused on the dependent variable, student
persistence. The independent variables were background, social, academic and
environmental. The results of the study showed that as interaction with faculty increased
from never, sometimes, or often, the odds of persistence grew by 89% for African American
males. Meeting with an academic advisor raised persistence by 39.5%.

There is a growing amount of empirical studies that address factors that influence the
retention and persistence of African American males (Bush & Bush, 2010; Center for
Community College Student Engagement, 2014; Sandoval-Lucero, Maes, Klingsmith, 2014;
Perrakis, 2008; Wood, 2012; Wood and Williams, 2013). Studies such as Wood and
Williams (2013) and Wood, Palmer and Harris (2015) have shown that African American
males benefit greatly from the interaction with faculty and academic advisors. Hausmann,
Ye, Schofield and Woods’ 2009 study identified sense of belonging as a significant predictor
of persistence for both African American and white first-year students. These studies are
important considering that African American males have the lowest retention and persistence

rates of all students (AACC, 2016; Mangan, 2014; Cuyjet, 2006; Shapiro et al., 2017). Latinx
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males have the second lowest retention and persistence rates of all students (AACC, 2016;
Mangan, 2014; Shapiro et al., 2017). Chacon (2013) and Saenz et al. (2013) point to the
importance of faculty and academic advisors in their role of retaining Latinx males.
However, there is a need for more research regarding Latinx men in higher education.

In the early years Clark presented studies (1960, 1980) that sought to prove that
academic advisors served the role of persuading student of color and underprepared students
to select less challenging studies known as the ‘cooling out’ of such students. However, Bahr
(2008) found that academic advising had the exact opposite role for underprepared students.
Underprepared students benefited more from academic advisors than college-ready students
did (Bahr, 2008). Kot (2014) found that advising done by professional advisors through a
centralized advising center was effective in producing higher GPAs. Furthermore, Kot found
that students that met with an academic advisor were more likely to return in the second year.
Swecker, Fifolt and Searby (2013) found that the number of advising sessions had a direct
impact on student retention with a possible 13% increase in retention per-session for first-
generation students.

Academic advisors can function to help students transition into the culture of the
campus and the college experience. Academic advising that is intentional and reaches out to
students has been shown to be related to a 60% retention result (Schwebel, Walburn, Klyce
& Jerrolds, 2012). Schwebel et al. conducted a randomized 4-year longitudinal study of 501
first-year students at the University of Alabama to determine the effect of advising outreach
on student retention. Students in the study were randomly assigned to one of two conditions:
outreach or no outreach. Students assigned to outreach received extra reminders regarding

advising for the fall and spring semester and were aggressively pursued to come in and enroll
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for the next semester. Students assigned to no outreach just received the general information
regarding the availability of advisors, but no aggressive outreach was included. Advising
outreach was positively related to retention and number of advising appointments, but the
number of appointments was not related to retention. The implication of this study is that
intrusive advising, demonstrated through actively pursuing students by reaching out to them,
is an effective retention strategy. However, how often an advisor reached out is not as
important as the establishment of the relationship coming from the advisor. Community
colleges that desire to create a more effective advising model might want to consider an
intrusive advising model. However, Swecker, Fifolt and Searby (2013) using a multiple
logistic regression technique to determine the relationship between the number of advising
sessions and retention of 363 first-generation students found that there was a direct relation
between the number of advisor sessions and retention of students. The results of the study
revealed that for every meeting with an advisor, a student’s chance of being retained
increased by 13% (Swecker et al., 2013).

Persistence and Retention

Numerous studies have looked at the academic skills students bring to the classroom,
parents level of education and psychosocial factors as predictors of student success. (Wolff,
Kustanowitz & Ashkenazi, 2014; Porchea, Allen, Robbins, & Phelps, 2010; Arbona & Nora,
2007). For example, Wolff et al. evaluated 105 community college students enrolled in a 16-
week environmental biology course and found that math proficiency was directly linked to
successful course completion. In addition, other factors such as employment and mode of
delivery were proven to be effective predictors of course completion (Wolff et al., 2014).

Furthermore, this study found that students that were employed under 12 hours a week had a
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75% completion rate and that student who attempted the course online where less likely to
successfully complete. However, Porshea et al. found that students who planned to work less
were more likely to transfer from a community college without obtaining a degree.
Nevertheless, full-time enrollment, higher degree aspirations along with working fewer work
hours were predictive of students obtaining a degree (Porshea et al., 2010). Other studies,
such as Arbona and Nora’s 2007 research examined the level of education of parents,
student’s educational expectations, gender, and plans to attend college immediately following
high school, as factors that affect college degree completion. Arbona and Nora found that
these were strong predictors of degree attainment for Latinx students.

Nonacademic factors have shown to be effective in predicting the success rate of
community college students (Karp, 2016). Moreover, Farrington et al. (2012) and Michalski
(2014) asserted that both cognitive and non-cognitive skills influence college success.
However, Michalski found that the top four reasons students fail to persist were nonacademic
reasons related to time-schedule, personal,-other job-work, and family. Farrington et al.
conducted a summary of hundreds of studies and developed a non-cognitive framework. The
summary of their review found five general categories related to academic success:

e Academic behavior

e Academic perseverance

e Social skills

e Learning strategies

e Academic mindset.

Academic behavior is identified as being a good student such as class attendance, completion

of assignments and class participation (Farrington et al., 2012). This area, while fairly new in
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the literature, was found to be a reoccurring theme. Academic perseverance is being able to
remain focus and engaged even with opposition (Farrington et al.). Lee, Flores, Navano and
Munoz (2015) conducted a study that tested academic persistence among White and Latinx
engineering students and found that students with high persistence intentions were more
likely to persist, however, no difference was found between Latinx and White students.
Academic perseverance can be referred to as persistence on a task or working towards an
extensive goal, also known as “grit” (Duckworth & Seligman, 2005). There are other related
concepts to academic perseverance such as tenacity, self-control, and delayed gratification,
all defined in different ways (Farrington et al., 2012). Dweck, Walton, Cohen (2011) defined
academic tenacity to include the academic mindsets, which encourage or prevents efforts
towards persistence, academic skills, which support student persistence in addition to hard
work and the ability to follow through with work, learning strategies that makes students’
efforts even more effective, and distinctive personality traits that shape and develop
behaviors.

Notably, the results of Strayhorn’s (2014) study provides evidence of the importance
of grit in predicting academic success. Strayhorn conducted a study to determine the impact
of grit in predicting grades for Black males attending a predominantly White institution. The
results showed that grit was positively related to college grades for Black males and when
combined with background traits, such as academic factors like high school GPA and ACT
scores, grit explained 24% of the variance in Black males’ college grades. Overall, grit alone
provided predictive validity above traditional measures of academic success such as high

school GPA and ACT (Strayhorn, 2014). Similarly, Hagedorn, Chi, Cepeda, and McLain
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(2007) found that student aspiration and academic attitude were strong predictors of
academic success for Latinx students at community colleges.

Social skills are identified as the ability to interact with peers in meaningful ways
(Farrington et al., 2012). In a review of data, Barbatis (2010) concluded four themes were
important to social skills:

e Precollege characteristics

e External college support/community influences

e Academic integration

e Social involvements.
Moreover, the data revealed that participants felt that being socially involved and engaged on
campus and working with peers and faculty on class projects were beneficial (Barbatis 2010).

Learning strategies is another category related to student success. Learning strategies
are methods or tactics used to assist in the process of learning (Farrington et al., 2012). Some
studies have demonstrated a strong link between learning strategies and academic
performance (Cho & Karp, 2013). Notably, Cho and Karp (2013) found that students who
enrolled in student success courses, designed to teach college success strategies, were more
likely to earn credits and persist to the second year. Such strategies provide students with
tools to leverage academic behaviors allowing them to engage in learning (Farrington et al.,
2012). For example, Samuel and Scott (2014) conducted a survey of students attending a
Latinx-serving metropolitan community college in Texas and found that students identified
mandatory orientation as an institutional practice that helps them stay in school. Orientation

provides similar learning strategies as student success classes.
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The fifth category that Farrington et al., 2012 identified was academic mindset, which

consisted of four sub-sets that contribute to academic success:

¢ | belong at this institution.

e My abilities grow out of my efforts.

e | cansucceed (self-efficacy).

e This work has value.
Farrington et al. noted that academic perseverance and academic behavior can be improved
by developing students’ academic mindsets and learning strategies. As such, Kurland and
Siegel (2016) measured attachment, self-efficacy, and procrastination of 161 college students
enrolled in an Introductory Psychology class and found that self-efficacy moderated the
connection between attachment and class grade and overall GPA. Additionally, the results
determined that procrastination also moderated between the relationship of attachment
anxiety and GPA and attachment avoidance and GPA (Kurland & Siegel, 2016). In a similar
manner, Liao, Edlin and Ferdenzi (2014) examined how self-efficacy and motivation
influenced student persistence at an urban community college. In their study, self-efficacy
was examined regarding self-regulated learning and self-efficacy for academic achievement.
As a result, they found that self-regulated learning efficacy and extrinsic motivation exerted
influence on persistence/re-enrollment (Liao et al., 2014). However, they found that self-
efficacy for academic achievement did not directly predict persistence. Yet, it was
determined that academic achievement efficacy did affect persistence indirectly through the
mediating effect of extrinsic motivation. These results demonstrated that students today are
more motivated by the future earnings and rewards related to a potential college degree (Liao

etal., 2014)
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The development of students’ academic mindset and learning strategies require a
holistic concept, according to Mechur (2016). Thus, Mechur adds to Farrington et al. (2012)
framework by reviewing the results of empirical studies that examined persistence among
“academically vulnerable” students. Academically vulnerable is defined as students who are,
academically underprepared, from underrepresented ethnic groups, low socioeconomic
status, and or having parents with low levels of education (Mechur, 2016). Mechur’s review
of 128 books, journal articles, and reports lead to four key non-cognitive mechanism
responsible for encouraging positive student outcomes:

e Creating social relationships

e Clarifying aspirations

e Enhancing commitment

e Developing college know-how

e Making college life feasible

This review, as with the research of Farrington et al. (2012) found that creating social

relationships has a strong impact on student success as it develops a sense of belonging
(Mechur, 2016). Beyond these analyses, Karp, Hughes and O’Gara (2010) found that
community college students viewed social relationship in conjunction with academics,
depending more on the social relationship as a resource to assist in navigating the college
experience. The results of this study were substantiated further by Deil-Amen (2011) who
found that the combining of both social and academic moments was effective in integrating
commuter students into the college. Therefore, students with strong social relationships
integrate into their college, which leads to greater persist towards degree completion (Karp et

al., 2010).
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Clarifying aspirations and enhancing commitment were other nonacademic
mechanisms effective in creating student success (Mechur, 2016). Studies have shown that
students, particularly community college students, perform well when they understand the
purpose of their education (Cox, 2009). Therefore, having clear goals and gaining an
understanding of how course work relates to future career goals influence retention (Booth et
al., 2013; Luke, Redekop & Burgin, 2015). Services such as academic advising can be
instrumental in helping students understand how course work leads to careers, utility,
(Visher, Butcher & Cerna, 2010) as well as student success courses (Cho & Karp, 2013). In
a related study, Thomas, Wolters, Horn and Kennedy (2014) found that utility value was the
only significant predictor of self-reported persistence. Utility value was the average of six
items designed to measure an individual’s belief that their college education will be useful in
their future care. Thomas et al. conducted a study that used a multiple linear regression to
predict self-reported student persistence and logistic regression to predict actual enrollment
in the following semester. The study examined campus involvement, faculty mentorship,
motivational beliefs, such as self-efficacy, utility value, and sense of belonging as predictors
of the academic persistence of African American college students at a large urban university.
The results showed that campus involvement, faculty mentorship, self-efficacy, utility value,
and sense of belonging combined accounted for 14% of the variance in student persistence.
However, utility value alone was the strongest predictor of self-reported student persistence,
29%. The logistic regression, using the same five predictors combined, was 92% successful
at distinguishing between students who persisted and those who did not. Self-efficacy was

the only significant predictor of students enrolling the following semester. The results
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showed that student having a high level of self-efficacy was .26 times less likely to continue
than those with low self-efficacy.

Another nonacademic mechanism is developing college know-how. The
understanding of how to succeed in college makes navigating college manageable; however,
there are many unwritten rules that need to be explain for student to be successful (Karp &
Bork, 2012). Karp and Bork attempted to clarify the role of the community college student,
thus establishing its connection to what it is like to be a successful community college
student. Their qualitative study conducted at three community colleges was built upon role
theory (Karp & Bork, 2012). Role theory purposes that individuals play roles throughout
their lives and as they grow and mature, they take on new roles (Turner, 1990). Karp and
Bork supposed that students needed to be taught what this role is because not all the rules for
educational roles are written. The study revealed that community college students are
expected to be self-aware and that the roles of community college students are fluid as there
are many ways to success. In addition to these two results, Karp and Bork also revealed four
areas that make up the community college student role. To be a successful community
college student, students should engage in new academic habits or methods to support their
academic success. Moreover, they must be able to demonstrate cultural know-how and
interpret the unwritten rules of the institution (Karp & Bork, 2012). Lastly, successful
community college students must be able to balance the multiple roles they have in their lives
and also engage in self-directed help-seeking behavior (Karp & Bork, 2012).

College know-how is a nonacademic mechanism skill many community college
students lack according to Campa (2013). Services design to assist students in understanding

these unwritten rules can be effective in helping students develop this non-cognitive skill
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(Heller & Marchant, 2015). Heller and Marchant conducted a study that compared
psychology students that were given strategies to assist them in studying with students that
did not receive the same strategies. Students who received the strategies scored higher on
class exams and course grades (Heller & Marchant, 2015). Another study found that first-
year seminar students given learning strategies to help them navigate the college environment
increased in grades and persistence that extended two years past the course (Karp, Raufman,
Efthimiou, & Ritze, 2016). Cho and Karp, 2013 provided additional evidence showing the
relationship between first-year seminars and student success. Cho and Karp examined the
outcome of 23,822 community college students enrolled in first-year seminars and found that
10% more of students enrolled in first-year seminars within the first semester earned college
credit and 10% more persisted into the second year compared to students not enrolled in a
first-year seminar.

There is also evidence that college know-how is infused by a student’s self-perception
and sense of belonging (Mechur, 2016). Yeager and Walton (2011) addressed the importance
of students learning how to work through feelings of dislocation, challenge and alienation
that prevent them from focusing on their academic task. Other studies have addressed how a
sense of belonging can affect persistence. Strayhorn (2008a) found that interactions with
people and perspective difference from one’s own had a great influence on Latinx student’s
sense of belonging. Similar results were found for Black and white men (Strayhorn, 2008b).
Strayhorn (2008b) found that Black and white men that interacted with peers of different
ethnic groups and others that hold different interest reported high levels of belonging.

The last nonacademic mechanism found by Mechur (2016) is making college life

feasible. Feasibility pertains to not just financial but other issues, such as housing food and
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childcare, which can interfere with students’ ability to focus on schooling (Chaplot, Cooper,
Jonstone, & Karandjeff, 2015). Michalski (2014) discovered 11 reasons students withdraw
from school with the top four nonacademic reasons being: personal issues involving
job/work, family, financial, and health matters. Notably, Nakajima, Dembo and Mossler
(2012) conducted a study that asked students attending a community college in southern
California to complete a survey that assessed their integration into the college, their self-
efficacy level, and individual reasons for selecting career and school. Results showed that
financial variables such as financial aid and on campus work hours impacted persistence
(Nakajima et al., 2012). Furthermore, the study showed that the more hours students worked
the less likely a student will persist (Nakajima et al., 2012). Nakajima et al. also found that
financial aid was associated with an increase in student persistence. In a related study,
Mendoza, Mendez, and Malcom (2009) found that the Oklahoma Higher Learning Access
Program (OHLAP), Pell grants, and Stafford loans combined, were predictors of persistence
for students attending community colleges in Oklahoma. Mendoza et al. found that African
American and Native American students who used Pell grants were more likely to become
2" year students than white students using Pell grants. In addition, Booth et al. (2013) found
that African American and Latinx students are more likely to withdraw in the absence of
financial assistance. However, Chaplot et al. (2015) stress that traditional financial aid such
as grants and student loans are not enough considering that low-income students have
additional financial needs such as nutrition, transportation, housing and child care which go
beyond tuition, fees, and books. In fact, Silva et al. (2015) found that 29.2% of college
students who do not have adequate nutrition are more likely to withdraw from courses and

not re-enroll for the next semester. Additionally, Silva et al. found that 42.9% of students
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who do not have housing are also likely to withdraw from courses and not enroll for the next
semester. For these reasons, colleges need to examine ways to assist students, particularly
low-income students, by increasing financial support and provide services to assist students
with food, housing and childcare (Chaplot et al., 2015). Increasing financial support provides
benefits for students and the institution (Chaplot et al., 2015). Making college more feasible
can increase student retention and increase credit hours earned which would result in
additional revenue for the college (Chaplot et al., 2015). Additional results include reduced
cost upon graduation and increase wages over lifetime due to short duration of degree
attainment (Chaplot et al., 2015).

Summary of Review of Literature

This review of literature started with the history of community colleges by exploring
its origins as an extension to high schools, which provided an opportunity for students to
better prepare for four-year institutions. The review furthered explained the various groups
that viewed community colleges as a place for lower division work, which allowed four-year
institutions to focus on higher learning concepts, freeing them from the challenges and
burden of lower level curriculum. Additionally, the importance of understanding that
community colleges have been the gateway to higher education for many different
populations was explored as well as the impact of this truth for African American and Latinx
students.

While reviewing the history of community colleges the reasons for the growth of
community colleges such as the use of the G.I. bill and the start of federal financial aid were
identified. These events eventually made community colleges the gateways to higher

education for many students particularly African American and Latinx students. This review
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also examined the retention and persistence rates of community colleges identifying African
American and Latinx students as having the lowest of all students. This reality pointed to the
need for interventions that would assist in the success of these two populations. The focus on
the history of academic advising and its importance as a tool for retention and persistence
were also emphasized. There are various services on community college campuses that could
be effective in retaining African American and Latinx students. Academic advising has been
noted to be effective in assisting students in being successfully in college. With the extreme
low retention and persistence rates at community colleges, the mandating of mandatory
academic advising could prove to be an effective tool to assist students in becoming more
integrated and engaged with community colleges.

The following chapter will provide a description of the methodology and the methods
used to answer the research questions as well as address the hypotheses posed. Chapter five
will report on the finding from the study and chapter six will describe implications of the

findings and recommendations for future research.
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CHAPTER 4
METHODOLOGY

The purpose of this chapter is to describe the methodology used to address the impact
of advising on the retention and persistence of African American and Latinx students at a
community college located in the Midwest. The influence of advising was determined by
comparing the retention and persistence rates of African American and Latinx students who
were required to see an advisor with those that self-advised.

African American and Latinx students tend to enroll at community colleges at
disproportionately high rates, yet they have the lowest retention and persistence rates of all
students (Ma & Baum, 2016; Shapiro, Dundar et al., 2017). Studies have shown that a
student’s integration, engagement, and involvement through academic advising can have a
positive impact on the retention and persistence of students, particularly for students of color
(Bahr, 2008; Kot, 2013; Swecker, Fifolt & Searby, 2013). However, many community
colleges do not require students to see an academic advisor, thus students self-advise leaving
them to navigate their college experience alone.

This study sought to contribute to existing literature related to the retention and
persistence of African American and Latinx students at community colleges. A description of
the research design, setting and participants, sample size, data collection, instrumentation,
research procedure, and data analysis are included in this chapter to provide a clear

representation of the methodology of this study.
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Research Design

Purpose

This was a quantitative study that used descriptive and inferential statistics.
Descriptive statistics describe or identify characteristics that are common to the complete
sample (Mertens, 2014). A Chi-square test was used to determine statistical significance
between groups of interest. The study’s purpose was to determine whether African American
and Latinx students who were required to see an advisor at community colleges would be
retained and persist at a higher rate than African American and Latinx students who had self-
advised. Four-year longitudinal student retention and persistence data collected at an urban-
serving community college in the Midwest were the major data source.
Research Questions

The following research questions guided this study.

1- Are there statistically significant differences between retention rates of community
college students who receive mandatory advising and community college students
who do not receive mandatory advising?

2- Are there statistically significant differences between persistence rates of community
college students who receive mandatory advising and community college students
who do not receive mandatory advising?

3- Are there statistically significant differences between retention rates of African
American and Latinx community college students who receive mandatory advising
and African American and Latinx community college students who do not receive

mandatory advising?

70



4- Are there statistically significant differences between persistence rates of African
American and Latinx community college students who receive mandatory advising
and African American and Latinx community college students who do not receive
mandatory advising?

Hypotheses

The research is based on the following hypotheses concerning African American students

and Latinx students at community colleges:
H1: Community college students who receive mandatory advising will persist
at a higher rate than community college students who do not receive
mandatory advising. Kot (2014) found that students who met with an
academic advisor had a higher retention rate than those who did not.
H2: Community college students who receive mandatory advising will be
retained at a higher rate than community college students who do not receive
mandatory advising. Barbatis (2010) found that students benefited from being
engaged by faculty and staff.
H3: African American and Latinx community college students who receive
mandatory advising will persist at a higher rate than African American and
Latinx community college students who do not receive mandatory advising.
Bahr (2008) found that students of color greatly benefited from academic
advising.
H4: African American and Latinx community college students who receive
mandatory advising will be retained at a higher rate than African American

and Latinx community college students who do not receive mandatory
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advising. Museus and Ravello’s (2010) study supports the impact of advising
on the success of students of color.

H5: Male community college students who receive mandatory advising will
persist at a higher rate than male community college students who do not
receive mandatory advising. Forche (2009) found that men need specialized
initiatives to succeed in college.

H6: Male community college students who receive mandatory advising will
be retained at a higher rate than male community college students who do not
receive mandatory advising. Perrakis (2008) found that men need to have a
strong connection to the college and advising is noted to assist in connecting
students to a college.

H7: African American male community college students who receive
mandatory advising will persist at a higher rate than African American male
community college students who do not receive mandatory advising. Wood
and Williams (2013) found that interaction and conversation about academic
matters with faculty had a positive effect on persistence of African American
males.

H8: African American male community college students who receive
mandatory advising will be retained at a higher rate than African American
male community college students who do not receive mandatory advising.
Williams’ (2013) study also supports that academic advising would be

effective in the retention of African American males.
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H9: Latinx male community college students who receive mandatory advising
will persist at a higher rate than Latinx male community college students who
do not receive mandatory advising. Bahr’s (2007) study showed that advising
was beneficial to students who face academic deficiencies.
H10: Latinx male community college students who receive mandatory
advising will be retained at a higher rate than Latinx male community college
students who do not receive mandatory advising. Bahr’s (2007) supports this
hypothesis to as the results of the study showed that academic advising was
effective helping all students succeed.
Data Analysis
Study Site
The site for this study was a community college located in an urban community in the
Midwest. The college has three campuses with one campus serving as the main campus and
one as a technical education center and the third as a satellite campus that provides associate
degrees and technical certificates in a rural area. The college serves two county areas with
most of its student coming from those counties. The college has 5,514 students enrolled, as of
the 2017 spring semester, with 68.4% of the population (3,772) enrolled full-time and 31.6%
(1,742) enrolled part-time. In Fall of 2013, the college chose to move to a mandatory
advising policy for all degree-seeking students, students seeking to complete an associate
degree or certificate, who were under 30 credit hours were required to meet with an academic
advisor prior to enrolling. This policy was adapted as a retention strategy with the belief that

students who are seen by an advisor are more likely to take the correct courses and persist.
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Instrument

One data set was developed with two markers for mandatory advising and non-
mandatory advising. The first marker set consisted of data collected on students with less
than 30 credit hours of course work completed at the community college from Fall 2013 to
Fall 2016. These students were required to meet with an academic advisor prior to enrolling
each semester until they completed 30 credit hours at the community college. The second
marker consisted of student data collected on students with less than 30 credit hours of
course work completed at the community college from Fall 2009 to Fall 2010, prior to the
community college implemented a mandatory advising policy. Only data from students
classified as degree or certificate seeking were used in this study.

Data for this research were provided by the community college student information
system. This data set contained student level data with identifying information was stripped
from data to protect students’ identity and comply with FERPA laws. Retention rates were
calculated from Fall to Fall for both the mandatory advising and non-mandatory advising
group using enrollment data. Persistence rates were calculated by the completion of six or
more semesters for both mandatory advising and non-mandatory advising group. Statistical
significance was set at .05.

Participants

The study sample consists of a cohort of students who were seeking either an

associate degree or the completion of a certificate and had earned under 30 credit hours

attending an urban community college in the Midwest. The college gender demographics
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were 59.9% female and 40.1% male. The average age of students at the college was 29. The
college’s ethnic and racial population consists of 45% white, 22.7% African American,
20.8% Latinx, 4.1% Asian, 4.2% Multi-Racial, .5% Native American, .1% Hawaiian, and
2.3% unknown, which is representative of the urban community in which it is located. The
community had a reported population of 39.4% white, 26.6% African American, 29.3%
Latinx, 4.3% Asian, 3.0% Multi-Racial, .3% Native American, and .02% Hawaiian. Data
were focused on African American and Latinx students for research questions 2 -6 as they
made up the largest population of students of color attending the college and are discussed
more in current literature. Data focused on all students for research questions 1-2.

For comparison purposes, Fall 2013 through Fall 2016 was counted as the mandatory
advising unit and compared to Fall 2009 through Fall 2012, which was counted as non-
mandatory advising unit. In addition, cohorts were “paired” or “companioned” based on the
semester. For example, the Fall 2013 mandatory advising cohort was compared to the Fall
2009 non-mandatory advising cohort and the Fall 2014 mandatory advising cohort was
compared to the Fall 2010 non-mandatory advising cohort. Pairing cohorts allowed for
multiple measures over time to determine consistency and reliability of findings. Table 1
provides a list of the cohort comparisons.

Table 1

Cohort Comparisons

Mandatory Advising Cohort Non-Mandatory Advising Cohort
Fall 2013 Fall 2009
Fall 2014 Fall 2010
Fall 2015 Fall 2011
Fall 2016 Fall 2012

75



Table 2 presents the comparison of the frequency of African American, Latinx and
white students during non-mandatory and mandatory terms. The purpose of this table is to
demonstrate the consistency of African American, Latinx, and white students during both
terms. The table shows that within comparison 1, 26.3% of non-mandatory cohort was
African American compared to 25% of the mandatory cohort. Comparison 2 showed that
24.5% of non-mandatory cohort was African American compared to 27.3% of the
mandatory cohort. Comparison 3 showed that 25.3% of non-mandatory cohort was African
American compared to 22.8% of the mandatory cohort. Comparison 4 showed that 23.2%
of the non-mandatory cohort was African American compare to 24.4% of the mandatory
cohort. Latinx students were a smaller percentage of both the non-mandatory cohort and
mandatory cohort. Table 3 shows that within comparison 1, 11.5% of the non-mandatory
cohort was Latinx compared to 17.9% of the mandatory cohort. Comparison 2 showed that
14.5 of the non-mandatory cohort was Latinx compared to 19% of the mandatory cohort.
Comparison 3 showed that 15.9% of the non-mandatory cohort was Latinx compared to
21.2% of the mandatory cohort. Comparison 4 showed that 17.3% of the non-mandatory

cohort was Latinx compared to 21.8% of the mandatory cohort.
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Table 2

Frequency of African American, Latinx, and White Students during
Non-Mandatory Advising and Mandatory Advising in Valid Percentage

Terms African Latinx White
American

Comparison 1

2009(NonMandatory)  26.3 (n=217)  11.5(n=95) 56.4 (n=465)
2013(Mandatory) 25.0 (n=254) 17.9 (n=183)  49.4 (n=506)
Total: 471 278 971

Comparison 2

2010(NonMandatory) 24.5 (n=238) 14.5(n=141) 55.3 (n=536)
2014(Mandatory) 27.3(n=318) 19.0 (n=221) 45.2 (n=526)
Total: 556 362 1062

Comparison 3

2011(NonMandatory) 25.3 (n=245) 15.9 (n=154) 53.1 (n=514)
2015(Mandatory) 22.8 (n=328) 21.2 (n=305) 45.9 (n=659)
Total: 603 459 1173

Comparison 4

2012(NonMandatory) 23.2 (n=240) 17.3 (n=179) 50.8 (n=525)
2016(Mandatory) 24.4 (n=600) 21.8 (n=535) 41.6 (n=1022)
Total: 840 1554 1547

This study assessed the retention and persistence of African American and Latinx
students, however, the retention and persistence of white students was examined as a base
comparison. Comparison 1 in table 2 showed that 56.4% of the non-mandatory cohort was
white compared to 45.2% of the mandatory cohort. Comparison 2 showed that 55.3% of the
non-mandatory cohort was white compared to 45.2% of the mandatory cohort. Comparison 3

showed that 53.1% of the non-mandatory cohort was white compared to 45.9% of the
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mandatory cohort. Comparison 4 showed that 50.8% of the non-mandatory cohort was white
compare to 41.6 of the mandatory cohort.
Variables
The dependent variables for this study were retention, defined as enroliment from fall
to fall, and persistence, defined as the completion of six or more semesters. The independent
variables were required advising, self-advising, gender, and ethnicity (African American and
Latinx). Retention and persistence was examined over a four-year period for students that
were required to see an advisor and compared to students that self-advised four years prior.
For the purposes of this research, retention was defined as the rate in which students
who enroll in a given fall semester matriculate to the next subsequent fall semester.
Retention will be calculated by dividing the number of students who returned in a/the
subsequent fall semester divided by the total number of students who enrolled in the previous
fall semester. The following fall-to-fall retention rate comparisons were made for each cohort

pairing in this study as shown in Table 3.
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Table 3

Cohort Paring

Fall 2013 Mandatory — Fall 2009 Non-Mandatory Cohort Pairing

F13 to F14 Mandatory =~ »  F09 to F10 Non-Mandatory
Retention Rate Retention Rate

F13 to F15 Mandatory

Retention Rate <«—» FO09 to F11 Non-Mandatory

Retention Rate

F13 to F16 Mandatory »  F09 to F12 Non-Mandatory
Retention Rate Retention Rate

Fall 2014 Mandatory — Fall 2010 Non-Mandatory Cohort Pairing

Fl4 to F15 Mandatory »  F10to F11 Non-Mandatory
Retention Rate Retention Rate

Fl14 to F16 Mandatory »  F10 to F12 Non-Mandatory
Retention Rate Retention Rate

Fall 2015 Mandatory- Fall 2011 Non-Mandatory Cohort Pairing

F15to F16 Mandatory »  F11 to F12 Non-Mandatory
Retention Rate Retention Rate

Persistence was defined as the number and percentage of students who complete at
least six or seven semesters for both the mandatory and non-mandatory. Only the Fall 2013
mandatory cohort and the Fall 2009 non-mandatory cohort was used to compare persistence
rates since these are the only student cohorts where students could persist for either six or
seven semesters.

Completion was defined as the number and percentage of students who complete
either a degree or a certificate at any point between Fall 2013 and Fall 2016 for the

mandatory group and at any point between Fall 2009 and Fall 2012 for the non-mandatory
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group. Completion rates were compared between mandatory and non-mandatory, as well as,
student ethnicity (African American, Latinx and white) and gender.
Statistical Analysis

To determine if there were statistically significant differences between retention,
persistence and completion rates of students who received mandatory advising and students
who did not receive mandatory advising, and descriptive statistics was used. To answer the
research questions, this study used Chi-square tests. Chi-squares are conducted to observe
whether distributions of a characteristic are different for two or more groups (Coolidge,
2012). Furthermore, a Chi-square is used to analyze categorical data, which means that the
data has been counted and divided into categories (Coolidge, 2012). Significance was set at
0.05.
Limitations

One limitation of this study has to do with access to advising during the control
period. This study compared the persistence and retention rates of African American students
and Latinx students who were required to see an advisor with African American students and
Latinx students who self-advised. The control group were not required to see an advisor
however, these students were not kept from seeing advisors so there may be students in the
control group who did see an academic advisor though they were not required. This may
affect the prediction of a relationship between advising, retention and persistence as students
within the control group may have a high persistence and retention rate due to their own
choosing to see an advisor.

Another limitation is that only one college was used in this study. The possible use of

multiple campuses could allow the results to be generalized to a larger population. The
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location of the campus could also present some limitations as the school district that the
college serves has a higher rate of first generation college students. These students may be
more incline to see an advisor because they are not aware of the rules and regulations of
college, thus causing the control group to have a higher rate of students that have seen an
advisor. This could affect this study by possibly affecting any relationship with advising,
persistence and retention as control students might have a high rate of students who have
seen an advisor.

An additional limitation could be found in the possible difference between the
students attending during the non-mandatory period and the students attending during the
mandatory period. There could possibly be different reasons why students were attending the
community college during 2009- 2012 and 2013-2016. Within these differences, age could
also play a factor for determination to complete a degree or certificate. Since these items
were not take into consideration for this study, these variables could have an unknown
impact on the results of this study.

Ethical Consideration

Since this was a quantitative study, there were not concerns regarding the violations
of the ethical rights of the students. The college’s department of institutional effectiveness
removed all identifying labels from the raw data used. Further, all data collected were pre-

existing data.
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CHAPTER 5
FINDINGS

The present study examined whether there was a difference in retention and
persistence rates for community college students who had mandatory advising and those who
did not. The differences were further evaluated by gender and ethnicity and race (African
American and Latinx). To determine the difference, if any, several statistical tests were
conducted on persistence and retention data collected for students over a multi-year period.
In this chapter, | present the results of these statistical tests in conjunction with the research
questions and hypotheses presented in chapter Four.

Difference in Retention and Persistence Rates

Research question one and H1 statistical test and results

Research question one asked: Are there statistically significant differences between
retention rates of community college students who received mandatory advising and
community college students who did not receive mandatory advising? | hypothesized that
community college students who received mandatory advising would be retained at a higher
rate than community college students who did not receive mandatory advising. To address
research question 1, | examined retention using a Chi-square test. Students who had
mandatory advising retained through the first year at a rate of about 75%, while students who
were not required to advise retained at about 78% (see Table 5). The results revealed that
there was no statistically significant difference between the two groups (x?= 3.582, p=.058).
Because no significance was found, | would reject H1. In other words, these students retained

at the same rate as student that did not receive mandatory advising.
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Table 4

Retention of Community College Students by Advising Status (N=5955)

Advising Status Retained
Y N
Mandatory (n=3350) 75.4% 21.6%
Non-Mandatory (n=2605) 77.5% 22.5%

Research question two and H2 statistical test and results

Research question two asked: Are there statistically significant differences between
persistence rates of community college students who received mandatory advising and
community college students who did not receive mandatory advising? | hypothesized that
community college students who received mandatory advising would persist at a higher rate
than community college students who did not receive mandatory advising. To address
research question 2, | examined persistence using Chi-square for students who matriculated
in 2009 and 2012 (described in Chapter 4 as “Cohort 17). Fifty-seven percent of students,
who were not required to have advising persisted, compared to over 75% of students who had
required advising. These results were statistically significant (x2= 65.865, p=.000). Since
there was significance, | accepted H2. These results showed that students who received
mandatory advising persisted at a higher rate than those who did not receive mandatory
advising.
Table 5

Persistence of Community College Students by Advising Status (N=1512)

Advising Status Persistence Rates
Y N
Mandatory (n=812) 76.6% 23.4%
Non-Mandatory (n=700) 57.0% 43.0%
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Research question three and H3 statistical test and results

Research question three asked: are there statistically significant differences between
retention rates of African American and Latinx community college students who received
mandatory advising and African American and Latinx community college students who did
not receive mandatory advising? | hypothesized that African American and Latinx
community college students who received mandatory advising would be retained at a higher
rate than African American and Latinx community college students who did not receive
mandatory advising. To address research question 3, | examined retention using Chi-square.
African American and Latinx students who had mandatory advising retained through the first
year at a rate of about 73%, while African American and Latinx students who were not
required to advise retained at about 75%. The results showed that there were no statistically
significant difference between the two groups (x2= .596 p=.440). Because no significance
was found, I rejected H3.
Table 6

Retention of African American and Latinx Students by Advising Status (N=2726)

Advising Status Retained
Y N
Mandatory (n=1636) 73.2% 26.8%
Non-Mandatory (n=1090) 74.5% 25.5%

Research question four and H4 statistical test and results

Research question four asked: Are there statistically significant differences between
persistence rates of African American and Latinx community college students who received
mandatory advising and African American and Latinx community college students who did

not receive mandatory advising? | hypothesized that African American and Latinx
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community college students who received mandatory advising would persist at a higher rate
than African American and Latinx community college students who did not receive
mandatory advising. To address research question 4, | examined persistence using Chi-square
for African American and Latinx students who matriculated in 2009 and 2012. Thirty-five
percent of African American and Thirty-one percent of Latinx students who were not
required to have advising persisted, compared to 65% of African American and 70% of
Latinx students who had required advising. Though the rates of persistence appear different
(see Table 8), there was no significant difference (x2= 1.140 p=.286). Because no
significance was found, | rejected H4.

Table 7

Persistence of African American and Latinx Students by Advising Status (N=553)

Advising Status
Mandatory Non-Mandatory
African American (n=330) 65.2% 34.8%
Latinx (n=223) 69.5% 30.5%

H5 statistical test and results

| hypothesized that Male community college students who received mandatory
advising would be retained at a higher rate than male community college students who did
not receive mandatory advising. To address H5, | examined retention using Chi-square. Male
students who had mandatory advising retained through the first year at a rate of about 75%
while male students who were not required to advise retained at 78%. The results showed

that there was no significant difference (x?=3.310, p=.069). Therefore, I rejected H5.
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Table 8

Retention of Men by Advising Status (N=2027)

Advising Status Retained

Y N
Mandatory (n=1136) 75% 25%
Non-Mandatory (n=891) 78% 75%

H6 statistical test and results

| hypothesized that male community college student who received mandatory
advising would persist at a higher rate than male community college students who did not
receive mandatory advising. To address H6, | examined persistence using Chi-square for
male students who matriculated in 2009 and 2012. Forty-nine percent of male students, who
were not required to have advising persisted, compared to over 73% of male students who
had required advising. The results showed that there was a significant difference (x2=30.982
p=.000), therefore, | accepted H6. In other words, men who had mandatory advising were
more likely to persist over multiple semesters. In other words, male community college
students who received mandatory advising are more likely to persist through multiple
semesters
Table 9

Persistence Rates of Men by Advising Status (N=500)

Advising Status Persist

Y N
Mandatory (n=270) 73% 27%
Non-Mandatory (n=230) 48.7% 51.3%
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H7 statistical test and results
| hypothesized that African American male community college students who received

mandatory advising would be retained at a higher rate than African American male

community college students who did not receive mandatory advising. To address H7, |
examined retention using Chi-square. African American male students who had mandatory
advising retained through the first year at a rate of about 68%, while African American male
students who were not required to advise retained at about 76%. The results showed that
there was no significant difference (x2=3.691, p=.055). Because no significant difference was
found, I rejected H7. Thus, the results of the Chi-square showed that mandatory advising was
not related to the retention of ‘African American males

Table 10

Retention of African American Males by Advising Status (N=500)

Advising Status Retained

Y N
Mandatory (n=278) 68.3% 31.7%
Non-Mandatory (n=222) 76.1% 23.9%

H8 statistical test and results

| hypothesized that African American male community college students who received
mandatory advising would persist at a higher rate than African American male community
college students who did not receive mandatory advising. To address H8, | examined
retention using Chi-square for African American male students who matriculated in 2009 and
2012. Sixty percent of African American male students, who were not required to have
advising persisted, compared to over 63% of African American male students who had

required advising. Though the rates of persistence appear different, there was no statistical
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difference (x2=.118, p=.731). Because no significance was found, | rejected H8. In other
words mandatory advising was not found to be related to the persistence of African American
male students

Table 11

Persistence of African American Males by Advising Status (N=96)

Advising Status Persist

Y N
Mandatory (n=54) 63% 37%
Non-Mandatory (n=42) 59.5% 40.5%

H9 statistical test and results

| hypothesized that Latinx male community college students who received mandatory
advising would be retained at a higher rate than Latinx male community college students
who did not receive mandatory advising. To address H9, | examined retention using Chi-
square. Latinx male students who were not required to advise retained through the first year
at about 79% whereas those who had mandatory advising were retained at a rate of about
75%. The results showed that there was no significant difference (x2=.576 p=.448). Because
no significance was found, I rejected H9. The results of the Chi-square showed that

mandatory advising was not related to the retention of ‘Latinx males.

Table 12

Retention of Latinx Males by Advising Status (N=363)

Advising Status Retention

Y N
Mandatory (n=241) 75.1% 24.9%
Non-Mandatory (n=122) 78.7% 21.3%
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H10 statistical test and results

| hypothesized that Latinx male community college students who received mandatory
advising would persist at a higher rate than Latinx male community college students who did
not receive mandatory advising. To address H10, | examined retention using Chi-square for
Latinx male students who matriculated in 2009 and 2012. Fifty percent of male Latinx
students, who were not required to have advising persisted, compared to over 72% of male
Latinx students who had required advising. Though the rates of persistence appear different
(see Table 16), there was no significant difference (x2= 3.614, p=.057). Because no
significance was found, I rejected H10. In other words, mandatory advising was not found to
be related to the persistence of Latinx male students.
Table 13

Persistence of Latinx Males by Advising Status (N=76)

Advising Status Persist

Y N
Mandatory (n=50) 72% 28%
Non-Mandatory (n=26) 50% 50%

Summary of findings
The review of the results of this study created more questions than answers.
Mandatory advising was shown to have some relationship between the retention and
persistence of some populations. However, most results showed no statistically significant
differences between mandatory advising among several populations. In some examples, the
lack of significance may have more to do with sample size as the rates and percentage of
change for some research questions showed growth but again were not supported by

statistical data. One constant theme was the small sample size for African American and
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Latinx men. The literature addresses the challenges that African American and Latinx men
face in higher education, yet this study was not able to provide data that would support the
use of mandatory advising as a strategy for the retention and persistence of African American
and Latinx men. However, there was statistically significant evidence that mandatory
advising was effective for the persistence of men overall and for the persistence of all
community college students.
Conclusion

The data for this study showed that there were only statistically significant differences
for research questions two and six. The results for research question two show statistical
significance in the persistence of community college students who received mandatory
advising. There was also statistical significance in the persistence of male community college
students who received mandatory advising, as asked in research question six. Though the
majority of the analyses in this study showed no significance, the percentage of increase seen
in the tables raises some questions and offers implications for advising in the community
college.

Chapter six will discuss implications and limitations of this study. The possible
challenges of the sample population will be discussed and suggestions for future studies will

be presented.
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CHAPTER SIX
IMPLICATIONS, LIMITATIONS, AND FUTURE RESEARCH

Community colleges are the gateway for African American and Latinx students. The
retention and persistence of African American and Latinx students are among the lowest of
all students attending community colleges. The purpose of this study was to determine if a
relationship existed between mandatory advising and the retention and persistence of African
American and Latinx community college students. In addition, the purpose was to add to the
knowledge base that present strategies for the retention and persistence of community college
students, particularly African American and Latinx students. The foundation of this study
was laid through the development of the prior chapters. Chapter one provided an overview of
this study by introducing the problem that undergird the topic of this study, the long-term
impact of the lack of success of African American and Latinx community college students.
Chapter two presented three major foundational theories that stressed the importance of
academic and social integration, involvement and student engagement. Chapter three
introduced the history of community colleges and the significance they have for African
American and Latinx students. Academic advising was also introduced as a strategy that
could be instrumental in assisting students in academic and social integration as well as an
expansion of involvement and student engagement as presented in chapter two. In addition,
an in-depth historical background was presented on academic advising and its current role in
helping with the retention and persistence of college students. Chapter four outlined the
methodology and Chapter five described the mixed results of the study. The discussion and
implications of the results are the focus on this chapter, which also includes limitations of the

study and recommendations for future research.
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Discussion and Implications

Significance was found between the mandatory advising of community colleges
students and persistence and the mandatory advising of male community college students and
persistence. These results supported the findings of Wood (2012) who concluded that
students who experienced informal or social interaction with faculty members had 283%
greater odds of persisting and completing their educational goals. However, the results of this
study revealed that there were no statistically significant correlations between mandatory
advising and the retention and persistence of African American and Latinx community
college students. Nevertheless, the noticed increase in the retention and persistence rates of
African American and Latinx students who received mandatory advising did present some
questions regarding the possible effectiveness of mandatory advising. It is possible that the
population size for African American and Latinx students was not large enough in this study.
The results of this study show that there is a need for more research that examines the impact
of academic advising on African American and Latinx community college students.

Since there was a significance difference found between the mandatory advising of all
college students and persistence, it might also be possible to find a relationship between the
persistence of African American and Latinx students who received mandatory advising if
sample size was larger. Furthermore, findings of the study also suggested that a relationship
existed between the mandatory advising of all male students and persistence. However, no
significance was found between the persistence of African American and Latnix male
students who received mandatory advising. | believe that with a larger population for both
groups significance could possibly be found for the persistence of African American and

Latinx males. It could be possible that a qualitative factor is not being addressed in that
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Hausmann, Ye, Schofield and Woods (2009) found that sense of belonging was a significant
predictor of persistence for African Americans. Furthermore, Wood and Williams (2013)
found that as interactions with faculty increased from never and sometimes to eventually
often, the odds of persistence grew by 89% for African American males.

Findings also indicate academic advising that is required could possibly be an
important strategy in assisting African American and Latinx community college students in
the successful completion of their education. Additionally, Wood and Williams (2013)
concluded that just meeting with an academic advisor raised persistence by 39.5% for
African American males. Museus and Ravello (2010) learned that proactive academic
advising, has a strong impact on the success of students of color.

In short, the implications of these results could be useful to academic advising centers
located on the campuses of community colleges. They suggest that a mandatory advising
system may have an impact on the persistence of community college students. Further, the
study’s results extend far beyond academic advising centers. Individuals with higher levels of
education are also likely to enjoy a higher level of income and physical health (Baum et al.,
2013; E.M.S., 2014). Other implications of the results of this study are related to the breaking
of the social status of poverty. Education provides many benefits that exceed a good job and
low employment rates, our society benefits as communities are saved from generations of
poverty, and our economy and tax payers are saved from the burden of providing government
assistance to undereducated communities (Baum et al., 2013; E.M.S., 2014). Furthermore,
Fortunato and Panizza also suggested that education improves political engagement (2015).
The participation in a democratic society is important to ensure the issues and topics relevant

to communities are addressed. Kilgo, Pasquesi, Sheets and Pascarella (2014) discovered that
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college students, who participated in service learning, were more likely to participate in
political and social engagement after college.

The results of this study have implications that far exceed the original intent of this
study but these implications are all rooted and connected to one main focus and purpose and
that is student success. The findings of this study could prove useful for directors of student
success centers, student-advising center, academic deans that have faculty members who
advise, deans of student services and vice presidents of student affairs. Though additional
research is needed to examine the qualitative factors related to academic advising, this study
adds to the empirical literature regarding the use of academic advising as a strategy for the
persistence of community college students and the unique challenges of male community
college students. This study showed that overall mandatory advising was effective for all
students; hence, the use of mandatory advising should continue to be used as strategy for
student success.

Limitations

The first limitation of this study is found in the study design. The use of a
correlational design study to find statistically significance proves to be a limitation as
correlational design studies cannot be used to prove that one variable caused changes in
relation to another variable only that a relationship exists between the two (Coolidge, 2012).
Furthermore, there could be other variables involved that the researcher is not aware of or is
not able to control. Correlational design studies do not allow for the recognition of unknown
variables nor do they allow for the research to infer results regarding the ending data

(Coolidge, 2012).
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A second limitation of this study is the sample size. Though the school at which the
data was collected is the most diverse community college within its state, the population of
African American and Latinx students was too small. Furthermore, within these ethnic
populations the male population was also too small. Since the students within the sample of
this study come from one Midwestern community college located in an urban area, caution is
recommended when generalizing the results of this study to all African American and Latinx
urban community college students. Differences might exist between African American and
Latinx students attending urban community colleges within different regions of our country.

Another limitation of this study is that students in the non-mandatory advising cohort
are not intended to be the same students in the mandatory advising cohort. Students enrolled
2009 -2012 were compared to students enrolled from 2013-2016. This model did not allow
for a true pre and post assessment of mandatory advising because the study was not
comparing the same students. In addition, students in the non-mandatory advising cohort
were not prohibited from seeing an advisor so an advisor may have seen them though they
were counted in the non-mandatory advising cohort.

Recommendations for Future Research

The results of this study presented many questions that the further exploration of
would be beneficial for community college personnel that are charged with the success of
students, particularly African American and Latinx students. One recommendation for future
research would include a study that would examine the quality of academic advising and its
possible impact on the retention of and persistence of African American and Latinx students.
Orozco, Alzarez and Gutkin (2010) believed that the quality of the relationship between the

advisor and student is important to students’ perceptions of the advisors’ concerns for their
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success. Walters and Seyedian (2016) found that the active involvement of both the advisor
and advisee were important factors in a successful advising program. A qualitative study
would also allow students to express the type of advising that would be more effective. As
such, Smith (2002) discovered that first year students preferred prescriptive advising to
developmental advising. Donaldson, McKinney, Lee, & Pino, (2016) concluded in their
research that intrusive advising was effective in improving student success-related behaviors
in future semesters.

Another recommendation for future research would be an examination of the possible
impact of academic advising on the retention and persistence of men of color. | would
suggest the inclusion of more community colleges with a large population of men of color.
The examination of the percentages for persistence and retention of men of color reflect an
increase; however, populations were too small to be deemed significant.

A final recommendation would be a repeat of this study that would include additional
community colleges that have a large population of African American and Latinx students. A
larger population size would provide an opportunity to rule out sample size as being a
deterrent to the significance of mandatory advising in relation to retention and persistence of
African American and Latinx community college students.

Conclusion

This study emerged from my own personal belief that mandatory academic advising
can be an effective tool in the retention and persistence of African American and Latinx
students. Furthermore, | believe that it is even more important for African American and
Latinx men given their low retention and persistence rates ((Mangan, 2014). In my former

position as the director of a student advising center at an urban community college, | was
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amazed that students were not required to see an academic advisor to enroll. Overtime, |
began to see the results of not advising students and letting them advise themselves. This was
even more alarming when considering the low retention rates of students of color. In my role
as director, | was fortunate to be able to institutionalize a mandatory advising system for all
degree seeking students under 30 credit hours. It was my belief that such measures would
improve the retention and persistence of all students particularly African American and
Latinx students. Understanding the even lower retention and persistence rates of African
American and Latinx men, | wanted to see if mandatory advising would be effective in their
retention and persistence as well.

Though there have been studies that examined academic advising as a strategy to
improve student success (Drake, 2011; Harrison, 2009; Kim & Feldman, 2011; White,
2015b, Wood & Williams, 2013), fewer studies exist that compare students who are required
to meet with an academic advisor with students who self-advised while attending a
community college (Wood, 2012; Wood and Williams 2013). Furthermore, there is a limited
amount of research regarding the academic advisement of African American and Latinx
students, particularly men. (Bush & Bush, 2010; Center for Community College Student
Engagement, 2014; Chacon 2013; Sandoval-Lucero, Maes, Klingsmith, 2014; Perrakis, 2008;
Saenz et al. 2013; Wood, 2012; Wood and Williams, 2013)

This study adds to a short list of empirical studies that examine strategies such as
academic advising and its role in improving the retention and persistence of African
American and Latinx students enrolled at community colleges within our country.
Community college administrators need to make a deliberate attempt to address the

extremely low retention and persistence rates of African American and Latinx students,
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particularly men, attending our countries’ community colleges. The statistically significant
evidence is clear; these students are failing in comparison to white students. Given the vast
amount of African American and Latinx students that attend community colleges, this

problem cannot be ignored, more action is required.

98



REFERENCES
American Association of Community Colleges, (2014). Fast facts. Washington DC.
American Association of Community Colleges, (2016). Fast facts. Washington DC.
Arbona, C., & Nora, A. (2007). The influence of academic and environmental factors on
Hispanic college degree attainment. The Review of Higher Education, 30(3), 247-2609.
Astin, A. W. (1975). Preventing students from dropping out. San Francisco: Jossey-Bass.
Astin, A. W. (1984). Student involvement: A developmental theory for higher education.
Journal of College Student Personnel, 25(4), 297-308.
Bahr, P. R. (2008). Cooling out in the community college: What is the effect of academic
advising on students’ chances of success? Research in Higher Education, 49(8), 704
732.
Barbatis, P. (2010). Underprepared, ethnically diverse community college students: Factors
contributing to persistence. Journal of Developmental Education, 33(3), 14.
Barnett, E. A. (2011). Validation experiences and persistence among community college
students. The Review of Higher Education, 34(2), 193-230.
Barron, K. E., & Powell, D. N. (2014). Options on how to organize and structure
advising. In R. L. Miller & J. G. Irons (Eds.), Academic advising: A handbook for
advisors and students volume 1: Models, students, topics, and issues (pp. 14-23).

Retrieved from http://teachpsych.org/ebooks/academic-advising-2014-voll

Baum, S., Ma, J., & Payea, K. (2013). Education Pays, 2013: The benefits of higher
education for individuals and society. Trends in Higher Education Series. College

Board. Retrieved from https://files.eric.ed.gov/fulltext/ED572537.pdf

99


http://teachpsych.org/ebooks/academic-advising-2014-vol1
https://files.eric.ed.gov/fulltext/ED572537.pdf

Beach, J. M. (2012). Gateway to opportunity?: A history of the community college in the
United States. Sterling, VA: Stylus Publishing, LLC.

Bloom, J. L., Hutson, B. L., & He, D. Y. (2008). The appreciative advising revolution.
Champaign, IL: Stipes Pub.

Booth, K., Cooper, D., Karandjeff, K., Large, M., Pellegrin, N., Purnell, R., & Willett, T.
(2013). Using student voices to redefine success: what community college students
say institutions, instructors and others can do to help them succeed. Research and
Planning Group for California Community Colleges (RP Group). Retrieved from

https://files.eric.ed.gov/fulltext/ED548257.pdf

Bush, E. C., & Bush, L. V. (2010). Calling out the elephant: An examination of African
American male achievement in community colleges. Journal of African American
Males in Education, 1(1). 40-62

Campa, B. (2013). Pedagogies of survival: Cultural resources to foster resilience among
Mexican American community college students. Community College Journal of
Research and Practice, 37(6), 433-452.

Center for Community College Student Engagement. (2014). Aspiratons to achievement:

Men  of color and community college (A special report from the Center for Community
College Student Engagement). Austin, TX: the University of Texas at Austin,
Program in Higher Education leadership.

Chacon, J. A. (2013). The experiences of low-income Latino/a students in the California
community college system at a time of education budget cuts. Journal of Hispanic

Higher Education, 12(3), 207-224.

100


https://files.eric.ed.gov/fulltext/ED548257.pdf

Chaplot, P., Cooper, D., Johnstone, R., & Karandjeff, K. (2015). Beyond financial aid.
Lumina Foundation

Checkoway, B. (2014). Civic minded professors. In J. Reich (Ed.), Civic engagement, civic
development, and higher education (pp. 77—79). Washington, DC: Bringing Theory to
Practice.

Chickering, A. W. (1969). Education and identity. San Francisco, CA: Jossey-Bass.

Cho, S. W., & Karp, M. M. (2013). Student success courses in the community college: Early
enrollment and educational outcomes. Community College Review, 41(1), 86-103.

Clark, B. R. (1960). The" cooling-out™ function in higher education. American Journal of
Sociology, 65(6), 569-576.

Clark, B. R. (1980). The “cooling out” function revisited. New Directions for Community

Colleges, 1980(32), 15-31.

Cohen A. M., & Brawer F. B. (2013). The American community college, San Francisco, CA:
Jossey-Bass.

Coolidge, F. L. (2012). Statistics: A gentle introduction (3rd ed.). Thousand Oaks, CA:
SAGE Publications, Inc.

Cox, R. D. (2009). “It was just that I was afraid” Promoting success by addressing students'
fear of failure. Community College Review, 37(1), 52-80.

Craig, A. J., & Ward, C. V. (2008). Retention of community college students: Related
studentand institutional characteristics. Journal of College Student Retention:
Research, Theory & Practice, 9(4), 505-517.

Crockett, D. S. (1982). Academic advising delivery systems. New Directions for Student

Services, 1982(17), 39-53.

101



Cuthrell, K., Stapleton, J., & Ledford, C. (2009). Examining the culture of poverty:
Promising practices. Preventing School Failure: Alternative Education for Children
and Youth, 54(2), 104-110.

Cuyjet M. J. (2006). African American men on college campuses: Their needs and their
perceptions. New Directions for Student Services, 80(Winter), 5-16.

Deil-Amen, R. (2011). Socio-academic integrative moments: Rethinking academic and social
integration among two-year college students in career-related programs. The Journal
of Higher Education, 82(1), 54-91.

De Vuijst, E., van Ham, M., & Kleinhans, R. (2017). The moderating effect of higher
education on the intergenerational transmission of residing in poverty
neighbourhoods. Environment and Planning A, 49(9), 2135-2154.

Donaldson, P., McKinney, L., Lee, M., & Pino, D. (2016). First-year community college
students' perceptions of and attitudes toward intrusive academic advising. NACADA
Journal, 36(1), 30-42.

Drake, J. K. (2011). The role of academic advising in student retention and persistence.
About Campus, 16(3), 8-12.

Duckworth, A. L., & Seligman, M. E. (2005). Self-discipline outdoes IQ in predicting
academic performance of adolescents. Psychological Science, 16(12), 939-944.

Durkheim, E. (1951). Suicide: A study in sociology [1897]. Translated by JA Spaulding and
G. Simpson. Glencoe, Illinois: The Free Press, 1951).

Dweck, C. S., Walton, G. M., & Cohen, G. L. (2011). Academic tenacity: Mindsets and skills
that promote long-term learning. Gates Foundation. Seattle, WA: Bill & Melinda

Gates Foundation.

102



Earl W. R. (1987). Intrusive advising for freshmen. Academic Advising News, 9(3), 27-33.

Economic Modeling Specialists Intl. (2014). Where value meets values: The economic
impact of community colleges. Retrieved from http://www.aacc.nche.edu/About/
Documents/lUSA_AGG_MainReport_Final _021114.pdf

Ellis, C. M. (2002). Examining the pitfalls facing African American males. Making it on
broken promises. Herndon, VA: Stylus Publishing, Inc.

Erickson, H. C., Tomlin, E. M.,&Swain, M.A.P. (1983). Modeling and role-
modeling: A theory and paradigm for nursing. Englewood Cliffs, NJ: Prentice Hall.

Farrington, C. A., Roderick, M., Allensworth, E., Nagaoka, J., Keyes, T. S., Johnson, D. W.,
& Beechum, N. O. (2012). Teaching adolescents to become learners: The role of
noncognitive factors in shaping school performance--A critical literature review.
Consortium on Chicago School Research. 1313 East 60th Street, Chicago, IL 60637.

Forbus, P., Newbold, J. J., & Mehta, S. S. (2011). A study of non-traditional and traditional
students in terms of their time management behaviors, stress factors, and coping
strategies. Academy of Educational Leadership Journal, 15, 109.

Forche, B. M. (2009, January 16). Academic advising at the University of Utopia. The
Mentor: An Academic Advising Journal. Retrieved from http://dus.psu.edu/mentor/

Fortunato, P., & Panizza, U. (2015). Democracy, education and the quality of government.
Journal of Economic Growth, 20(4), 333-363.

Garing M. T. (1993). Intrusive academic advising. New Directions for Community

Colleges, 82, 97-104.

103


http://www.aacc.nche.edu/About/
http://dus.psu.edu/mentor/

Gayles, J. G., & Hu, S. (2009). The influence of student engagement and sport participation
on college outcomes among division | student athletes. The Journal of Higher
Education, 80(3), 315-333.

Gilardi, S., & Guglielmetti, C. (2011). University life of non-traditional students:
Engagement styles and impact on attrition. The Journal of Higher Education, 82(1),
33-53.

Gillispie, B. (2003). History of academic advising. Retrieved April, 6, 2009.

Gordon, V. N. (2004). The evolution of academic advising: One institution's historical path.
NACADA Journal, 24(1-2), 17-23.

Greene, T. G., Marti, C. N., & McClenney, K. (2008). The effort—outcome gap: Differences
for African American and Hispanic community college students in student
engagement and academic achievement. The Journal of Higher Education, 79(5),
513-539.

Greenwood, J. D. (1984). Academic advising and institutional goals: A president’s
perspective. Developmental Academic Advising, 64-88.

Grites, T. J. (1979). Academic Advising: Getting Us Through the Eighties. AAHE
ERIC/Higher Education Research Reports, No. 7, 1979.

Grites, T., & Gordon, V. N. (2000). Developmental academic advising revisited. NACADA
Journal, 20(1), 12-15.

Habley, W. R. (1983). Organizational structures for academic advising: models and

implications. Journal of College Student Personnel, 24(6), 535-40.

104



Habley, W. R., & McCauley, M. E. (1987). The relationship between institutional
characteristics and the organization of advising services. NACADA Journal, 7(1), 27
39.

Hagedorn, L. S., Chi, W. Y., Cepeda, R. M., & McLain, M. (2007). An investigation of
critical mass: The role of Latino representation in the success of urban community
college students. Research in Higher Education, 48(1), 73-91.

Halpin, R. L. (1990). An application of the Tinto model to the analysis of freshman
persistence in a community college. Community College Review, 17(4), 22-32.

Harborth, A. (2015). The developing role of student advising: An interview with Charlie
Nutt. Journal of Developmental Education, 39(1), 18-20.

Harper, S. R., & Harris Ill, F. (Eds.) (2010). College men and masculinities: Theory,
research, and implications for practice. San Francisco: Jossey-Bass.

Harrison, E. (2009). (Re) visiting academic advising. Nurse educator, 34(2), 64-68.
Hatcher, J. A. (2008). The public role of professionals: Developing and evaluating the Civic
Minded Professional scale. (Doctoral dissertation). Retrieved from Pro Quest

Dissertation and Theses, AAT 3331248.

Hausmann, L. R., Ye, F., Schofield, J. W., & Woods, R. L. (2009). Sense of belonging and
persistence in White and African American first-year students. Research in Higher
Education, 50(7), 649-669.

Heller, M. L., & Marchant, G. J. (2015). Facilitating self-regulated learning skills and
achievement with a strategic content learning approach. Community College Journal

of Research and Practice, 39(9), 808-818.

105



Hu, S. (2011). Reconsidering the relationship between student engagement and persistence in
college. Innovative Higher Education, 36(2), 97-106.

Jackson, B. A., & Reynolds, J. R. (2013). The price of opportunity: Race, student loan debt,
and college achievement. Sociological Inquiry, 83(3), 335-368.

Johnson, D. R., Wasserman, T. H., Yildirim, N., & Yonai, B. A. (2014). Examining the
effects of stress and campus climate on the persistence of students of color and White
students: An application of Bean and Eaton’s psychological model of retention.
Research in Higher Education, 55(1), 75-100.

Jurgens, J. C. (2010). The evolution of community colleges. College Student Affairs Journal,
28(2), 251.

Juszkiewicz, J. (2015). Trends in community college enroliment and completion data,

2015. American Association of Community Colleges.

Karp, M. M., & Bork, R. H. (2012). "They never told me what to expect, so | didn't
know what to do": Defining and clarifying the role of a community college student.
CCRC Working Paper No. 47. Community College Research Center, Columbia
University.

Karp, M. M., Hughes, K. L., & O'Gara, L. (2010). An exploration of Tinto's integration
framework for community college students. Journal of College Student Retention:
Research, Theory & Practice, 12(1), 69-86.

Karp, M. M., Raufman, J., Efthimiou, C., & Ritze, N. (2016). Revising a College 101 course
for sustained impact: Early outcomes. Community College Journal of Research and

Practice, 41(1), 42-55.

106



Kilgo, C. A., Pasquesi, K., Sheets, J. K. E., & Pascarella, E. T. (2014). The estimated effects
of participation in service-learning on liberal arts outcomes. The International
Journal of Research on Service-Learning and Community Engagement, 2(1).

Kim, J., & Feldman, L. (2011). Managing academic advising services quality: Understanding
and meeting needs and expectations of different student segments. Marketing
Management Journal, 21(1), 222-238.

King M. C. (1993). Academic advising: Organizing and delivering services for student
success. New Directions for Community Colleges, 21(2).

King, M. C. (2005). Developmental academic advising. Retrieved from NACADA
Clearinghouse of Academic Advising Resources Web site: http://www. nacada. ksu.
edu/Clearinghouse/Advisinglssues/dev_adv. htm.

Kintzer, F. C., & Bryant, D. W. (1998). Global perceptions of the community college.
Community College Review, 26(3), 35-55.

Kohle Paul, W., & Fitzpatrick, C. (2015). Advising as servant leadership: Investigating
studentsatisfaction. The Journal of the National Academic Advising Association,
35(2), 28-35.

Kot, F. C. (2014). The impact of centralized advising on first-year academic performance and
second-year enrollment behavior. Research in Higher Education, 55(6), 527-563.

Kramer, G. L. (1995). Redefining faculty roles for academic advising. In G. L. Kramer (Ed.),
Reaffirming the role of faculty in academic advising, (pp. 3-9). Provo, UT: Brigham
Young University Press.

Kuh, G. (1991). Involving colleges: Successful approaches to fostering student learning and

development outside the classroom. San Francisco, CA: Jossey-Bass Publishers.

107



Kuh, G. D. (2003). What we're learning about student engagement from NSSE: Benchmarks
for effective educational practices. Change: The Magazine of Higher Learning, 35(2),
24-32.

Kuh, G. D. (2008). Excerpt from high-impact educational practices: What they are, who has
access to them, and why they matter. Washington DC: Association of American
Colleges and Universities.

Kuh, G. D. (2009). What student affairs professionals need to know about student
engagement. Journal of College Student Development, 50(6), 683-706.

Kuh, G. D., Cruce, T. M., Shoup, R., Kinzie, J., & Gonyea, R. M. (2008). Unmasking the
effects of student engagement on first-year college grades and persistence. The
Journal of Higher Education, 79(5), 540-563.

Kuh, G. D., Schuh, J. H., & Whitt, E. J. (1991). Some good news about campus life: How
“involving colleges” promote learning outside the classroom. Change: The Magazine
of Higher Learning, 23(5), 48-55.

Kuhn, T. L. (2008). Historical foundations in academic advising. In V. N. Gordon, W. R.
Habley, & T. J. Grites (Eds.), Academic Advising: A comprehensive handbook (2"
ed.) (pp. 3-16). San Francisco, CA: Jossey-Bass.

Kurland, R. M., & Siegel, H. I. (2016). Attachment and academic classroom behavior: Self
efficacy and procrastination as moderators on the influence of attachment on

academic success. Psychology, 7(08), 1061-1074.

108



Lee, H. S., Flores, L. Y., Navarro, R. L., & Kanagui-Mufioz, M. (2015). A longitudinal test
of social cognitive career theory's academic persistence model among Latino/a and
White men and women engineering students. Journal of Vocational Behavior, 88, 95
103.

Lester, J., Brown Leonard, J., & Mathias, D. (2013). Transfer student engagement: Blurring
of social and academic engagement. Community College Review, 41(3), 202-222.

Liao, H. A., Edlin, M., & Ferdenzi, A. C. (2014). Persistence at an urban community college:
The implications of self-efficacy and motivation. Community College Journal of
Research and Practice, 38(7), 595-611.

Luke, C., Redekop, F., & Burgin, C. (2015). Psychological factors in community college
studentretention. Community College Journal of Research and Practice, 39(3), 222
234.

Lynch, M. L. (2004). A survey of undergraduate student reactions to academic advising.
NACADA Journal, 24(1-2), 62-74.

Ma, J., & Baum, S. (2016). Trends in community colleges: Enrollment, prices, student debt,
and completion. College Board Research Brief. Retrieved from
https://trends.collegeboard.org/sites/default/files/trends-in-community-colleges-
research-brief.pdf

Mangan, K. (2014). Minority male students face challenge to achieve at community colleges.
Chronicle of Higher Education, 60(25), 5.

Mason, H. P. (1998). A persistence model for African American male urban community
college students. Community College Journal of Research and Practice, 22(8), 751

760.

109


https://trends.collegeboard.org/sites/default/files/trends-in-community-colleges-research-brief.pdf
https://trends.collegeboard.org/sites/default/files/trends-in-community-colleges-research-brief.pdf

Mechur Karp, M. (2016). A holistic conception of nonacademic support: How four
mechanisms combine to encourage positive student outcomes in the community
college. New Directions for Community Colleges, 2016(175), 33-44.

Mendoza, P., Mendez, J. P., & Malcolm, Z. (2009). Financial aid and persistence in
community colleges: Assessing the effectiveness of federal and state financial aid
programs in Oklahoma. Community College Review, 37(2), 112-135.

Mertens, D. M. (2014). Research and evaluation in education and psychology: Integrating
diversity with quantitative, qualitative, and mixed methods. Thousand Oaks, CA:
Sage publications.

Michalski, G. V. (2014). In their own words: A text analytics investigation of college course
attrition. Community College Journal of Research and Practice, 38(9), 811-826.

Murphy, C. (1966, May 11) Faculty council backs general college plan. The Ohio State
Lantern, p. 3. The Ohio State University.

Museus, S. D., & Ravello, J. N. (2010). Characteristics of academic advising that contribute
to racial and ethnic minority student success at predominantly White institutions.
NACADA Journal, 30(1), 47-58.

Nakajima, M. A., Dembo, M. H., & Mossler, R. (2012). Student persistence in community
colleges. Community College Journal of Research and Practice, 36(8), 591-613.

National Student Clearinghouse. (2016). The role of community colleges in postsecondary
success, https://nscresearchcenter.org/category/reports/signature-report/

Negroni-Rodriguez, L. K., Dicks, B. A., & Morales, J. (2006). Cultural considerations in

advising Latino/a students. Journal of Teaching in Social Work, 26(1-2), 201-221.

110


https://nscresearchcenter.org/category/reports/signature-report/

Ogren, C. A. (1995). Where coeds were coeducated: Normal schools in Wisconsin, 1870
1920. History of Education Quarterly, 35(1), 1-26.

Orozco, G. L., Alvarez, A. N., & Gutkin, T. (2010). Effective advising of diverse students in
community colleges. Community College Journal of Research and Practice, 34(9),
717-737.

Outcalt, C. L., & Skewes-Cox, T. E. (2002). Involvement, interaction, and satisfaction: The
human environment at HBCUs. The Review of Higher Education, 25(3), 331-347.

Perrakis, A. I. (2008). Factors promoting academic success among African American and
White male community college students. New Directions for Community Colleges,
2008(142), 15-23.

Porchea, S. F., Allen, J., Robbins, S., & Phelps, R. P. (2010). Predictors of long-term
enrollment and degree outcomes for community college students: Integrating
academic, psychosocial, socio-demographic, and situational factors. The Journal of
Higher Education, 81(6), 680-708.

Priest, D., & Milne, J. (1991). A next step in student retention: Academic advising.

Journal for Higher Education Management, 6(2), 35-41.

Proctor, B. D., Semega, J. L., & Kollar, M. A. (2016). US Census Bureau, Current
Population Reports, P60-256 (RV): Income and Poverty in the United States: 2015.
Washington, DC: US Government Printing Office.

Raushi T. M. (1993). Developmental academic advising. New Directions for Community

Colleges, 82, 5-19.

111



Richard, D., Keen, C., Hatcher, J. A., & Pease, H. A. (2017). Pathways to adult civic
engagement: Benefits of reflection and dialogue across difference in higher education
service-learning programs. Michigan Journal of Community Service Learning, 23(1).
60-74.

Rowley, J., & Slack, F. (2004). Conducting a literature review. Management Research News,
27(6), 31-39.

Rudolph, F. (1962). The American college and university: A history. Athens, GA: University
of Georgia Press.

Russo, C. J. (Ed.). (2009). Encyclopedia of law and higher education. Thousand Oaks, CA:
Sage Publications.

Séenz, V. B., Bukoski, B. E., Lu, C., & Rodriguez, S. (2013). Latino males in Texas
community colleges: A phenomenological study of masculinity constructs and their
effect on college experiences. Journal of African American Males in Education, 4(2),
82-102.

Saenz, V. B., Hatch, D., Bukoski, B. E., Kim, S., Lee, K. H., & Valdez, P. (2011).
Community college student engagement patterns: A typology revealed through
exploratory cluster analysis. Community College Review, 39(3), 235-267.

Salinas Jr, C., & Lozano, A. (2017). Mapping and recontextualizing the evolution of the term
Latinx: An environmental scanning in higher education. Journal of Latinos and
Education, 1-14.

Samuel, K. R., & Scott, J. A. (2014). Promoting Hispanic student retention in two Texas

community colleges. Research in Higher Education Journal, 25, 1-12.

112



Sanders, M. A., & Killian, J. B. (2017). Advising in Higher Education. Radiologic Science &
Education, 22(1).

Sandoval-Lucero, E., Maes, J., & Klingsmith, L. (2014). African American and Latina (0)
community college students' social capital and student success. College Student
Journal, 48(3), 522-533.

Schmidt, P. (2009). Colleges seek key to success of black men in the classroom. The
Education Digest, 74(7), 4.

Schneider, D., Sasso, D., & Puchner, L. (2017). Adviser and faculty perceptions of the
benefits and feasibility of intrusive advising. Mentor: An Academic Advising
Journal.

Schwebel, D. C., Walburn, N. C., Klyce, K., & Jerrolds, K. L. (2012). Efficacy of advising
outreach on student retention, academic progress and achievement, and frequency of
advising contacts: A longitudinal randomized trial. NACADA Journal, 32(2), 36-43.

Shapiro, D., Dundar, A., Huie, F., Wakhungu, P., Yuan, X., Nathan, A., & Hwang, Y.
(2017).Completing college: A national view of student attainment rates by race and
ethnicity fall 2010 cohort. Signature Report No. 12b). Herndon, VA: National
Student Clearinghouse Research Center.

Sidelinger, R. J. (2010). College student involvement: An examination of student
characteristics and perceived instructor communication behaviors in the classroom.
Communication Studies, 61(1), 87-103.

Sidelinger, R. J., & Booth-Butterfield, M. (2010). Co-constructing student involvement: An
examination of teacher confirmation and student-to-student connectedness in the

college classroom. Communication Education, 59(2), 165-184.

113



Silva, M. R., Kleinert, W. L., Sheppard, A. V., Cantrell, K. A., Freeman-Coppadge, D.

J., Tsoy, E., & Pearrow, M. (2015). The relationship between food security, housing
stability, and school performance among college students in an urban university.
Journal of College Student Retention: Research, Theory & Practice,
https://doi.org/10.11771521025115621918

Smith J. S. (2002). First-year student perceptions of academic advisement: A qualitative
study and reality check. NACADA Journal, 22(2), 39-49.

Snyder, T. D. (2014). Mobile digest of education statistics, 2013. NCES 2014-086. National
Center for Education Statistics. Retrieved from
https://nces.ed.gov/pubs2014/2014086.pdf

Spady, W. G. (1970). Dropouts from higher education: An interdisciplinary review and
synthesis. Interchange, 1(1), 64-85.

Steinberg, K. S., Hatcher, J. A., & Bringle, R. G. (2011). Civic-minded graduate: A north
star. Michigan Journal of Community Service Learning, 18(1), 19-33.

Strapp, C. M., & Farr, R. J. (2010). To get involved or not: The relation among
extracurricularinvolvement, satisfaction, and academic achievement. Teaching of
Psychology, 37(1), 50 54.

Strayhorn, T. L. (2008a). Fittin'in: Do diverse interactions with peers affect sense of
belonging for black men at predominantly white institutions? NASPA Journal, 45(4),
501-527.

Strayhorn, T. L. (2008b). Sentido de pertenencia: A hierarchical analysis predicting sense of
belonging among Latino college students. Journal of Hispanic Higher Education,

7(4), 301-320.

114


https://doi.org/10.11771521025115621918
https://nces.ed.gov/pubs2014/2014086.pdf

Strayhorn, T. L. (2010). When race and gender collide: Social and cultural capital's influence
on the academic achievement of African American and Latino males. The Review of
Higher Education, 33(3), 307-332.

Strayhorn, T. L. (2012). Satisfaction and retention among African American men at two-year
community colleges. Community College Journal of Research and Practice, 36(5),
358-375.

Strayhorn, T. L. (2014). What role does grit play in the academic success of black male
collegians at predominantly white institutions? Journal of African American Studies,
18(1), 1-10.

Stuart, G. R., Rios-Aguilar, C., & Deil-Amen, R. (2014). “How much economic value does
my credential have?” Reformulating Tinto’s Model to study students’ persistence in
community colleges. Community College Review, 42(4), 327-341.

Student Loan Hero (2018). A look at the shocking student loan debt statistics for 2018.
Retrieved from https://studentloanhero.com/student-loan-debt-statistics/

Sutherland, J. A. (2011). Building an academic nation through social networks: Black
immigrant men in community colleges. Community College Journal of Research and
Practice, 35(3), 267-279.

Swecker, H. K., Fifolt, M., & Searby, L. (2013). Academic advising and first-generation
college students: A quantitative study on student retention. NACADA Journal, 33(1),

46-53.

115



Thomas Jr, J. C., Wolters, C., Horn, C., & Kennedy, H. (2014). Examining relevant
influences on the persistence of African-American college students at a diverse urban
university. Journal of College Student Retention: Research, Theory & Practice,
15(4), 551-573.

Tinto, V. (1975). Dropout from higher education: A theoretical synthesis of recent research.
Review of Educational Research, 45(1), 89-125.

Tinto, V. (1993). A theory of individual departure from institutions of higher education. (2"
ed.), Leaving College: Rethinking the causes and cures of student attrition (pp. 92
98, 112-116). Chicago, IL: University of Chicago Press.

Tinto, V. (1997). Classrooms as communities: Exploring the educational character of student
persistence. The Journal of Higher Education, 68(6), 599-623.

Tinto, V. (1998). Colleges as communities: Taking research on student persistence seriously.
The Review of Higher Education, 21(2), 167-177.

Torche, F. (2011). Is a college degree still the great equalizer? Intergenerational mobility
across levels of schooling in the United States. American Journal of Sociology,
117(3), 763-807.

Torres, J. B., Solberg, V. S. H., & Carlstrom, A. H. (2002). The myth of sameness among
Latino men and their machismo. American Journal of Orthopsychiatry, 72(2), 163.

Turner, R.H. (1990). Role change. Annual Review of Sociology, 16(1), 87-110.

Ugur, H. (2015). The self concept change as a tool for developmental academic advising.
Universal Journal of Educational Research, 3(10), 697-702.

Vasquez Urias, M. (2012). The impact of institutional characteristics on Latino male

graduation rates in community colleges. Annuals of the Next Generation, 3(1), 1-12.

116



Visher, M. G., Butcher, K. F., & Cerna, O. S. (2010). Guiding developmental math students
to campus services: An impact evaluation of the Beacon Program at South Texas
College. New York, NY: MDRC

Voigt, L., & Hundrieser, J. (2008). Student success, retention, and graduation: Definitions,
theories, practices, patterns, and trends. Noel-Lewitz Retention Codifications.
November, 1-22.

Walters, L. M., & Seyedian, M. (2016). Improving academic advising using quality functions
deployment: A case study. College Student Journal, 50(2), 253.

Wattenbarger, J. L., & Witt, A. A. (1995). Origins of the California system: How the junior
college movement came to California. Community College Review, 22(4), 17-25.

Webber, K. L., Krylow, R. B., & Zhang, Q. (2013). Does involvement really matter?
Indicators of college student success and satisfaction. Journal of College Student
Development, 54(6), 591-611.

White, E. R. (2015a). Academic advising in higher education: A place at the core. The
Journal of General Education 64(4), 263-277. Penn State University Press. Retrieved
November 13, 2017, from Project MUSE database.

White, E. R. (2015b). Curricular Commons. The Journal of General Education 64(2), vii-x.
Penn State University Press. Retrieved November 13, 2017, from Project MUSE
database.

Witt, A. A., Wattenbarger, J. L., Gollattscheck, J. F., & Suppiger, J. E. (1994). America’s
community colleges: The first century. American Association of Community

Colleges, Washington, DC,

117



Wolff, B. G., Wood-Kustanowitz, A. M., & Ashkenazi, J. M. (2014). Student performance at
a community college: Mode of delivery, employment, and academic skills as
predictors of success. Journal of Online Learning and Teaching, 10(2), 166.

Wood, J. L., & Hilton, A. A. (2012). Spirituality and academic success: Perceptions of
African American males in the community college. Religion & Education, 39(1), 28
47.

Wood, J. L., Palmer, R. T., & Harris Il1, F. (2015). Men of color in community colleges: A
synthesis of empirical findings. In Higher education: Handbook of theory and
research (pp. 431-468). New York, NY: Springer International Publishing.

Wood, J. L., & Williams, R. C. (2013). Persistence factors for Black males in the community
college: An examination of background, academic, social, and environmental
variables. Spectrum: A Journal on Black Men, 1(2), 1-28.

Wright, F. W. (1930). The evolution of the normal schools. The Elementary School Journal,
30(5), 363-371.

Yarbrough, D. (2002). The engagement model for effective academic advising with
undergraduate college students and student organizations. The Journal of Humanistic
Counseling, 41(1), 61-68.

Yeager, D. S., & Walton, G. M. (2011). Social-psychological interventions in education:

They’re not magic. Review of Educational Research, 81(2), 267-301.

118



VITA

Shawn Pierre Derritt was born August 6, 1970 in Denver, Colorado. He was raised
and schooled in the Leavenworth and Kansas City Kansas Public School systems where he
graduated from F.L. Schlagle High School in 1988. Shawn attended Kansas City Kansas
community college where he received an Associate of Art with an emphasis in Psychology.
Following graduation in May of 1991, Shawn transferred to the University of Kansas where
he received a Bachelor of General Studies. While working toward his bachelor’s degree,
Shawn worked as an assistant house parent for a local boy’s home in Lawrence KS. He also
served as a member of the Douglas county foster care review board. Following graduation in
May of 1995, Shawn returned to the University of Kansas to earn a Master’s in Counseling
Psychology. While completing his Master’s, Shawn worked as an Admission Counselor for
the University of Kansas. He later worked for the University of Kansas TRIO program, The
Educational Talent Search program, as the middle school advisor. He later worked as the
coordinator for the University of Missouri-Kansas City Upward Bound program. Within a
year, he was promoted to the Director of Upward Bound. Shawn graduated with his Master’s
in Counseling Psychology from the University of Kansas May 2002. Following graduation,
Shawn accepted a position at Kansas City Kansas Community College as a Counselor in the
Counseling and Advising Center. Ten years later, he was hired as the director and was later
promoted to Assistant Dean of Student Services and then Dean of Student Services. Shawn
started work towards his Educational Doctorate through University of Missouri — Kansas
City in August of 2014.

Upon completion of his degree requirements, Shawn plans to continue his tenure as

the Dean of Student Services at Kansas City Kansas Community College.

119



